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Abstract 
Major changes in teachers' work in Tasmania occurred in the decade 1984-1994. 
Understanding of those changes has, to date, primarily come from the 
perspective of educational administrators. A different perspective on the changes 
comes from the stories told by teachers of Behavioural Studies, teaching grades 
11 and 12 in government and non-government schools. 
Twenty teachers participated in taped interviews or videorecorded focus groups. 
Their stories were transcribed and analysed using an adapted form of grounded 
theory to explicate the meaning(s) of the changes for these teachers. 
Interpretation of the teachers' stories has also been framed by understandings 
drawn from narrative studies of teachers and their work. 
 
The core analytic category of the teachers' stories of educational change is the 
conflict between the ideologies of teacher professionalism and economic 
rationalism. The major themes of the teachers' stories are systemic and 
administrative change, control, histories of the Behavioural Studies subject, 
workload, students and stress. 
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Plain Language Summary 
 
Christine Easthope has submitted 
Teachers’ Stories of Change: An Interpretive Study of Behavioural Studies Teachers’ 
Experiences of Change in Tasmania Schools and Colleges 1984-1994 
for a doctoral degree in Education. 
 
The thesis, which was written with the guidance of Dr. Noel Gough and 
Professor Rob Walker, examines the changes that have taken place in Tasmanian 
state secondary colleges and in private secondary schools between the years 1984 
and 1994 from the perspective of teachers of Behavioural Studies in those 
colleges and schools. 
 
Teachers, in interviews and focus groups, were asked to reflect on the changes 
they had experienced since 1984.  A detailed analysis of their responses elicited 
six major themes: change in modes of administration, loss of control, a change in 
the subject and evaluation of their subject, increased workload, a concern for 
their students and the experience of stress. 
 
These themes were integrated by a core analytic category: the conflict teachers 
experienced between the ideology of economic rationalism, adopted and 
espoused by school and system administrators, and the ideology of teacher 
professionalism which underlay their training and their previous experience. 
 
The teachers described their attempts, at one and the same time, to maintain 
their professional ideology and fulfill the requirements imposed by economic 
rationalism.  This attempt put them under strain, a strain they resolved either by 
leaving the profession or by rationalising their work demands.  The consequence 
was that many teachers felt devalued and deprofessionalised and thought that 
the quality of their interaction with their students had declined in those ten 
years.
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CHAPTER ONE: INTRODUCTION  
1.1 THE CURRENT SITUATION 
Over the last two decades the global force of economic rationalism has 
impinged upon many aspects of life.  This research gives a detailed explanation 
of the effects of economic rationalism as seen by one group of teachers in 
Tasmania.  It presents an alternative evaluation of educational policy which is 
currently dominated by the importance of cost effectiveness and the 
relationship of social institutions to the economy.  My thesis details the hidden 
costs of implementing an administrative structure which concentrates on the 
economic and fails to realize the costs of such concentration to individuals.  I 
examine the relative powerlessness experienced by teachers as they 
accommodate to the requirements of educational policy makers; the conflicts in 
the ideologies of teachers and administrators as to the very purpose of 
education; the effects on the development of students; the decrease in job 
satisfaction for teachers and the increase in teacher stress.  This research focuses 
on the experience of twenty Behavioural Studies teachers.  However many 
employees in many work situations are facing rationalization, streamlining and 
downsizing as a result of policies of economic rationalism.  My research is 
valuable if it increases our knowledge and understanding of such changes. 
1.2 THE TEACHERS' VIEWPOINT 
This research has its origins in my own experience as a teacher of Behavioural 
Studies subjects in three of the eight senior secondary colleges in Tasmania. I 
began teaching Behavioural Studies in a Senior Secondary College in 1983 at a 
time when the Tasmanian education system was widely perceived as being 
excellent. The front page of the Sunday Tasmanian (16.2.97) notes that 
Tasmanian state schools were 'once admired as the most innovative and 
responsive in the nation'. One of the teachers in a focus group in this research  
said, 'We were held up as an icon nationally as having a very high standard of 
education, particularly year 11 and 12'.  
Since that time I, along with my fellow teachers, experienced major changes in 
education. Generally, teachers are now less satisfied with the circumstances of 
their teaching than they were ten years ago. The research I report here 
investigated their situation and enabled them to share their thoughts and 
feelings. I believe that, in terms of research opportunity, I was fortunate to have 
been a teacher during this period. My position as a teacher increased my 
motivation to understand the changes that I, and other teachers, experienced. 
My personal access to the teachers who became participants in the research 
enabled me to conduct an in-depth study of the meaning of change for myself 
and fellow teachers. 
My thesis examines the effects of educational change over the ten year period 
from 1984-1994 on one group of Behavioural Studies teachers in Tasmania. My 
concern is to understand how these teachers reacted to and coped with the 
numerous changes that occurred in Tasmanian education during this period. 
Do teachers now see themselves as technicians or as professionals? What are 
their concerns? Do they feel helpless or in control? How do they interpret their 
position and the positions of their students? What tactics do they adopt to deal 
with their situation? Do they, for example, withdraw into a fortress classroom 
or sally forth to do battle?  
My thesis is relevant to teachers because they may be able to recognize and 
identify similar processes affecting them.  The research will be useful if it 
'strikes a chord' with other teachers and enables others, such as teacher 
educators, administrators and policy makers to better understand the teachers' 
situation. As a teacher myself and as a researcher who has immersed herself in 
this data, there are sections of this thesis where I stand as a professional and 
make moral judgements and prescriptive recommendations. Like Lather (1986), 
I acknowledge that this thesis is openly ideological. 
Many of the recent changes in educational policy have been imposed on 
teachers by system administrators with little or no consultation with the 
teachers. Teachers, however, do discuss the changes with their fellow teachers. 
This discussion has been private rather than public, covert complaint rather  
than overt criticism and muted rather than strident. As Hargreaves (1994: 4) 
writes: 
In much of the writing on teaching and teachers' work, 
teachers' voices have either been curiously absent, or been 
used as mere echoes for preferred and presumed theories of 
educational researchers. Teacher's voices, though, have their 
own validity and assertiveness which can and should lead to 
questioning, modification and abandonment of those theories 
wherever it is warranted. 
This thesis allows the voices and stories of Behavioural Studies teachers to be 
heard.  Teachers have the right to question policy changes in education because 
they are often the most affected by them.  System administrator may not have 
to live with many of the changes at all. College students live with the changes 
for two years of their schooling,1 but teachers are closely affected, sometimes 
for years, by changes in educational policy.  
An interpretive research methodology was chosen because my aim was to 
ascertain the meaning of change for teachers, to ascertain how teachers 
perceived their situation. The specific research methods used were in-depth 
interviewing and focus groups. 
What is central to the thesis is an understanding of the teachers' views on the 
implementation of policy during the past ten years. At the policy level the 
issues appear simple: education can and must change to meet the challenge of 
changing economic circumstances. At the teachers' level the imposed changes 
have deprofessionalised many teachers, increased their work, made their work 
more complex, reduced their control over their work and their subjects, 
adversely affected their interaction with students, increased their feelings of 
stress, and have had other consequences that may not have been intended by 
policy makers. 
1.3  COMPARABLE STUDIES 
This research concentrates on teachers and uses focus groups as did the 
research conducted by the Australian Teaching Council (ATC) (1995) who 
                                                 
1 I acknowledge that their experience of college can affect their whole lives. 
conducted market research entitled 'What do Teachers Think?' Their research is 
mainly concerned with two themes. 'Changes in society and in teaching' and in 
'the public's perception of teaching'. My thesis touches on these themes but 
goes into greater depth over a larger number of themes and locates the micro 
situation of the teacher in the macro situation of economic rationalism. 
My thesis also has some similarities to those recently published by Dinham and 
Scott (Dec 1996). Their research is quantitative with 892 responding teachers. 
They are concerned with the predetermined themes of teacher satisfaction, 
motivation and health. My research is qualitative with 20 teacher respondents. I 
used a grounded theory approach to generate themes which the teachers 
themselves have nominated as important. 
Other quantitative work on teachers is being carried out by the National 
Schools Network (NSN Newsletter, 1996 : 1). which is currently undertaking a 
longitudinal study of school restructuring and the 'factors that enhance or 
impede improved learning outcomes in our schools'. This large project involves 
all Australian states and territories and will conclude in 1999. It includes some 
aspects covered in my research as it is concerned to give teachers voice and 
examines teachers' work. It is also concerned with student learning outcomes 
and cross site analysis which are not included in this research.  
Angus (1996) has provided a detailed analysis of change and award 
restructuring from a structural perspective. He locates his work nationally and 
includes explanations of the situation as it affects the federal and state 
governments and the unions. Baldwin and Sharpe (1996) have written about 
changes from an employer perspective. Research on students, for example by 
Batten et al (1991) has documented how change affects students. Of particular 
significance to my research are the longitudinal studies of Tasmanian Senior 
Secondary Students carried out by Abbott-Chapman et al (1986a, 1986b, 
1987,1989, 1990, 1992, 1993) and by Holloway et al (1992).  
Like the work of Andy Hargreaves, my research focuses on teachers. His book 
Changing Teachers, Changing Times, was published in 1994- the year I 
commenced this doctoral research. I cover many similar areas to Hargreaves 
and I feel the same commitment to teachers as he displays in his work. I 
wanted to build on his expertise and perceptions and to take the opportunity 
presented by my situation as a teacher who had lived through change to  
expand and develop his insights by telling my own stories and the stories of 
fellow teachers.  
However, my work is different from that of Hargreaves (1994) in so far as he 
locates the changes affecting teachers in terms of modernity/postmodernity 
transitions and the changing labour process. Whilst accepting these as 
significant influences, this thesis locates the changes in managerialism and 
economic rationalism and in changing and conflicting ideologies. Where 
Hargreaves (1994 : 5) argues that the uncertainty brought about by 
postmodernity is a key to understanding change , I argue that the key is the 
economic situation. I note that Wallace, McCulloch and Evans (1995 : 112) in 
their review of 'Changing Teachers, Changing Times,' also thought that 'The issues 
that Hargreaves fails to confront directly,... are those of economic monetarism 
and the political agenda of the New Right'.  
1.4 THE TASMANIAN CONTEXT 
For the potential reader who may have little knowledge of Tasmania and 
Australia, Tasmania is an island state to the south of the Australian mainland 
with a population of 466,802 (1991 census). The Tasmanian education system is 
based on British traditions. Students in Tasmania often have introductory years 
of schooling, called kindergarten and 'prep' (preparatory) and then have six 
years of primary schooling until grade six when students are aged eleven or 
twelve, followed by four years of secondary school until grade ten, when 
students are fifteen or sixteen. At this time students are able to leave school, but 
increasingly students are remaining at school until grade twelve, when 
students are seventeen or eighteen. If the students are at private schools they 
will remain at that school until grade twelve. The Catholic system now has a 
Senior Secondary College in Hobart2. If the students are at government schools 
they will probably attend one of the states eight senior secondary colleges until 
grade twelve. There are some rural state secondary schools which keep their  
                                                 
2 The Catholic education system which closely parallels the government system, introduced a 
Catholic Senior Secondary College in 1995. 
students until grade twelve. However, in this research, the majority of the 
teachers were teaching in the state senior secondary colleges.  
The senior secondary colleges in Tasmania were previously called 
matriculation colleges because most of the students who attended them 
matriculated, that is they gained university entrance requirements. Now the 
majority of students at the colleges will not gain university entrance 
requirements and therefore the 'matriculation' has been dropped from their 
titles. 
Tasmania, like other states in Australia, has experienced an increased retention 
rate. In 1985 there were 3,899 students in years 11 and 12 in state schools. That 
number nearly doubled to 6,652 students in years 11 and 12 in state schools in 
1994. The figures for students in years 11 and 12 in non government schools for 
the same period are 1,459 and 2,436 (Rogers 1996 : 115).  
In 1984 Tasmania had an apparent retention rate3 completing year 12 of 27.6% 
(DEET 1993 : 33) and by 1994 the Australian Bureau of Statistics (ABS) (1996 : 
67) records an apparent retention rate of 58.3%. However, apart from the 
Northern Territory, this rate is the worst in Australia with a national average of 
74.6% completing year 12.  
                                                 
3 "Apparent retention rate" is used because calculation does not take into migration nor those 
students who spend more than one year in the same grade. 
1.5 LOCATING THE THESIS IN THE POLITICAL AND ECONOMIC 
SITUATION 
In Australia, state governments have responsibility for education, although 
10% of the funding comes from the Commonwealth government4. During      
the period covered by my research there were two changes of government       
in Tasmania: in 1989 the Labor/Green Accord replaced the Liberal   
government which had been in office since 1982, and in 1992 a Liberal 
government again took office.  
During the period under discussion, 1984-1994, there was a Federal Labor 
government which seemed to encouraged policies to centralise education.    
Both federal and state governments are profoundly affected by global and 
national movements seeking to rationalise and centralise education.5  Lingard 
(1993 : 32) points to a situation in which schooling becomes ‘a part of the micro 
economic reform agenda’. 
The Australian Education Council (AEC), composed of Commonwealth,     
State and Territory Education Ministers in 1989 endorsed 'common and   
agreed national goals for schooling' (Connors, 1991 : 3). However, states     
resist centralisation because, as Ramsey (1990 : 35) writes 'Education is one      
of the main areas of real significance to the states both in fiscal and      
legislative terms'.  Matt Foley (1993 : 4) the Minister for Employment, 
Vocational Education and Training and Industrial Relations, Queensland, 
talking of the meeting in Perth of AEC/MOVEET, (Ministers of Vocational 
Employment, Education and Training) describes the situation as follows: 
Simply stated, the conservative states brought several years of 
national cooperative work on school curriculum, links between 
schools and TAFE and cooperation between industry and 
education to an abrupt halt. 
Smythe (1995 : 189) further argues that in fact 'the Government in Australia      
is involved in the decentralisation of control over education while, at the    
same time, trying to give the appearance of doing the reverse'. He points to 
                                                 
4 For more detail on the federal/state funding issue see Lingard (1993 : 24-25), Ruby (1991 : 46). 
5  See Kenway et al (1994(b) : 1-11) for a detailed discussion of 'The rise and rise of markets in 
education'.  
policies such as the self managed school which enables systemic   
administration to give schools the choices of cuts they will make as      
responses to reduced funding whilst at the same time teachers are    
encouraged to believe they are more involved in decision making.     
Devolution is designed to 'solve' financial problems whilst giving the 
appearance of increased local control.  
We therefore have a situation where centralisation and devolution are 
occurring simultaneously. In Tasmania, the relative independence of 
Tasmanian education is demonstrated by the Tasmanian Secondary 
Assessment Board's ability to generate so many new courses (as described in 
the chapter on Behavioural Studies).  
1.6  THE FORMAT OF THE THESIS 
The thesis is in three parts.  The first part, comprising Chapters 1-3, sets the 
scene for the research, locates the research in a methodological framework    
and discusses some limitations of that framework.  These chapters describe           
the initial phases of planning the research, producing and coding the data 
which was obtained from interviews and focus group discussions with 
Behavioural Studies teachers.  Teachers discussed the changes they had 
experienced from 1984-1994.  I used grounded theory methodology to   
interpret their responses.  Then follows a rationale for my shift of emphasis 
from voice to story.  This part of the thesis concludes with a chapter in       
which I examine the limitations of my research.  There is no separate   
Literature Review Chapter as literature is discussed in the relevant chapters 
(see Chapter 2 A Methodology for Eliciting and Interpreting Teachers’ 
Experience of Change for a discussion of the presentation of this research). 
The second part of my thesis, comprising Chapters 4-9, tells the teachers'   
stories of change:  Systematic and Administrative Change (Chapter 4),      
Stories of Teachers and Control (Chapter 5), Histories of Behavioural       
Studies Subjects (Chapter 6), Workload Stories (Chapter 7), Students in 
Teachers' Stories (Chapter 8) and Stories of Teacher Stress (Chapter 9). 
In the third and final part, comprising Chapter 10 Conflicting Ideologies: 
Economic Rationalism and Teacher Professionalism the conclusions of my 
thesis are set out.  
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CHAPTER TWO: A METHODOLOGY FOR ELICITING 
AND INTERPRETING TEACHERS' EXPERIENCE OF 
CHANGE 
 INTRODUCTION 
This chapter locates the thesis in a methodological framework. It begins by 
explained the distinctive methodology adopted in my research. The main 
methodology used is grounded theory which allows for reference to be      
made to other theoretical frameworks including that of teacher as       
researcher. I extend the use of grounded theory methodology to locate the 
micro situation of the teachers’ perceptions with the macro situation of the                    
current global movement towards economic rationalisation. The chapter       
also explains the importance of teachers' voices and stories and examines       
the interpretive and caring aspects of my research. I then describe the 
presentation of the research and conclude with a discussion of    
methodological limitations.  
2.1 HOW IS THIS THESIS METHODOLOGICALLY DISTINCTIVE ? 
While this thesis draws on a number of familiar research perspectives and 
traditions, it is distinctive in the sum of its methodological parts. 
I planned and conducted this research within the frameworks provided by 
interpretive inquiry and grounded theory, but in writing and presenting it I 
wanted the freedom to draw selectively on the critical perspectives I     
associate with the work of some postmodernists and feminists. Coming       
from a situation where I felt oppressed by the educational bureaucracy I felt 
liberated by the thought of writing my story and the stories of my teacher 
colleagues. 
Distinctive qualities of this thesis include: 
• The basis of the research is modernist grounded theory. However, 
grounded theory accommodates other theories and the thesis allows for 
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alternative, postmodernist readings to make it clear that the grounded 
theory story is not interpreted as 'one true story' (Harding 1987). 
• Interviews and focus groups provided the setting for the initial oral story 
telling. This means that these stories were told in a conventional mode        
of one person talking to at least one other person in a relaxed and 
comfortable situation. Particularly in the focus groups, the setting was 
similar to the familiar storytelling situation in which a group of people      sit 
round a table and share experiences. Food and percolated coffee were 
served to enhance the social nature of the focus groups. However, the 
teachers' stories are presented in written form in this thesis. 
• The research encompasses both micro and macro levels of analysis. The 
thesis is concerned with the whole range of facts, opinions, feelings and 
attitudes which the teachers volunteered in interviews and focus        
groups.  The research reaches out from the classroom. Teachers chose to  
talk about the political and economic aspects of change.  Teachers’ talk 
about macro phenomena is still at the micro level, however my analysis of 
their stories locates my thesis in both the micro and the macro levels of 
analysis. 
 • Following Goodson (1993), the teachers in this research are seen as     
people. 
Primarily the focus has been on the teacher's practice,       
almost the teacher as a practice. What is needed is a focus 
which listens above all to the person at whom       
'development' is aimed. This means strategies should be 
developed which facilitate, maximise and in a real sense 
legislate the capturing of the teacher's voice... 
We move in short from the teacher-as-practice to the teacher-
as-person.  
In asking these teachers to discuss the changes they had experienced, I 
recognise them as people whose experience and opinions are potentially of 
value in explaining the current educational situation.  
• I write this thesis from a position that recognises the multiple 'selves' I   
have deployed as sociologist, teacher and researcher. 
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2.2  THEORY AND METHODOLOGY 
My initial research design was based on interpretive grounded theory     
(Glaser and Strauss : 1967).  However, grounded theory can be extended to 
draw on other research paradigms and traditions. My sympathy with the 
teacher as researcher movement helped to frame this research, and my        
more recent reading of the literature on narrative theory, postmodernism     and 
feminist educational inquiry also influenced my interpretation of the     data I 
produced. 
The core interpretive category which arose in the research is the competing, 
sometimes conflicting, ideology of economic rationalism compared to the 
professional teacher ideology. Teachers have to respond to economic 
imperatives and they are affected by economic rationalisation, but they do    not 
necessarily believe in the ideology of economic rationalism. Teachers      also 
are usually socialised into a professional teacher ideology which emphasises 
care and concern for individual students. My thesis      demonstrates that 
the meaning of change for teachers is a change in the meaning of teaching. 
I listened to the voices of teachers as they explained the difficulties they 
encountered when they try to maintain their professional ideology whilst        at 
the same time accommodating the requirements of those who embrace       the 
ideology of economic rationalism.  In Chapter 10 Conflicting Ideologies: 
Economic Rationalism and teacher Professionalism I explore the ideology        
of teaching and examine the ideology of economic rationalism in more       
detail including an examination of managerialism, labour process and     
human capital.  
The National Board of Employment, Education and Training (NBEET 1994     
no. 32 : 48) has acknowledged that it does not know what will be the effects    
on its workforce of the changes it has brought about: 
The schools sector has a very incomplete picture of its own 
workforce. It is impossible to monitor with accuracy the real 
effects on individuals and groups of policies such as down -
sizing, budget cuts, workplace reform, devolution, local 
decision making and so on.  
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This thesis, whilst not providing a complete picture of the schools and     
college sector of the workforce, does provide some understanding of the      
'real effects' of policies such as budget cuts on one group of teachers in 
Tasmania.  
As already noted, the research is located in the interpretive paradigm. 
Teachers, including myself, are seen as interpreting their social situation- as 
making meaning from their experiences. Teachers do not just experience 
change, they analyse and interrogate change. They search for the causes and 
the consequences of change. They talk to each other and to others outside 
education and they try to understand the changes they are experiencing. 
The aim of interpretive research is not solely to develop an explanatory    
theory which can predict outcomes, but, rather, to encourage understanding, 
giving some teachers voice so that they can explain how they see their    
situation.  Interpretive research is about understanding the processes that 
mediates between cause and effect. As teachers tell their stories, they describe 
their definitions of the situation1, and recount the meaning of change for them. 
2.3 GROUNDED THEORY 
I initially adopted grounded theory as the primary research method and 
methodology for this thesis. Grounded theory originated with the work of 
Glaser and Strauss who wrote 'The Discovery of Grounded Theory:             
Strategies for Qualitative Research' in 1967. Since then the methodology has    
been refined and developed by many other interpretive scholars Blase      
(1982), Charmaz (1983, 1990), Corbin and Strauss (1990), Gerke (1982), Glaser 
(1978), Glaser and Strauss (1967), Martin and Turner (1986), Morse and  
Johnson (1991), Strauss and Corbin (1990, 1994), Strauss (1973, 1987), Turner 
(1981, 1983). For grounded theory used in educational research see Altricher 
and Posch (1989), Blase (1982) and Gherke (1982). 
                                                 
1 In the use of the phrase ‘Definition of the situation ‘I follow Thomas & Thomas (1928 : 572) 
who wrote “If men [sic] define situations as real, they are real in the consequences’. 
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Following Strauss and Corbin (1994 : 278-279)2 the process of grounded    
theory involves 
• theoretical conceptualization [which] means that   
grounded theory researchers are interested in the      
patterns of action and interaction between and among 
various types of social units (ie ‘actors’). 
• consists of plausible relationships proposed among 
concepts and sets of concepts.  
• is 'conceptually dense'- that is with many conceptual 
relationships. 
Grounded theory is complex because theory is generated by the data and    
links made to other theoretical positions. Strauss and Corbin (1994 : 80)      
write:  
• A major argument of this methodology is that multiple 
perspectives must be systematically sought during the 
research inquiry. 
Strauss and Corbin (1994 : 278-279) argue that: 
• if elsewhere approximately similar conditions obtain,     
then approximately similar consequences should occur. 
• theories are always traceable to the data that give rise to 
them... in which the analyst is also a crucially significant 
interactant. 
• grounded theories are very fluid … because they embrace 
the interaction of multiple actors, and because they 
emphasise temporality and process. 
• grounded theories … are systematic statements of plausible 
relationships. (my •) 
As Strauss (1987 : 5) depicts grounded theory as a ‘style’ of analysis rather   
than a ‘method of technique’: 
The methodological thrust of the grounded theory approach  
to qualitative data is towards the development of theory, 
without any particular commitment to specific kinds of      
data, lines of research, or theoretical interests. So it is not   
really a specific method or technique.  Rather, it is a style of 
doing qualitative analysis that includes a number of distinct 
                                                 
2 The nine dot points listed here have used Strauss and Corbin’s (1994) own words except 
where indicated, to characterise some major features of grounded theory.  The ‘dots’ are mine. 
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features such as theoretical sampling, and certain 
methodological guidelines, such as the making of constant 
comparisons and the use of a coding paradigm, to ensure 
conceptual development and density.  
2.3.1 The linking of macro and micro  
Research guided by grounded theory seeks a core category: 
As the analysis progresses, the researcher, using constant 
comparison, compares all pieces of data with other pieces    
and identifies the core category. The core variable is the    
process that (a) is central and related to as many other 
categories as possible, (b) continuously occurs in the data,    
and (c) accounts for most of the variation (Glaser 1978     
quoted in Morse and Johnson 1991 : 5 italics in the original). 
The core category that emerges in this research is a conflict of ideologies 
between the ideology of economic rationalism and the ideology of the     
teacher as a professional (see Chapter 10 Conflicting Ideologies: Economic 
Rationalism and Teacher Professionalism). 
In this research, the core category links the small scale social world (the    
micro) of the teacher teaching students with the large scale social process      
(the macro) of the government's implementation of its of economic      
rationalist policies. It is, to a certain extent, what Burawoy (quoted in 
Orlikowski and Baroudi 1989 : 13) describes as 'the extension from the micro 
context to the totality that shaped it'. This is in line with the requirement of 
grounded theory to locate the research in what Strauss and Corbin (1990 :    
161) call a 'conditional matrix'. This matrix can be visualised  
as a set of circles, one inside the other, each [level] 
corresponding to different aspects of the world...In the outer 
rings stand those conditional features most distant to 
action/interaction; while the inner rings pertain to those 
conditional features bearing most closely upon the 
action/interaction sequence.  
For most grounded theorists, the micro level is the most significant and the 
circle containing the political aspects of economic rationalism would be        
most distant; however, for the teachers in this research, the changes they 
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experienced were often as a result of economic imperatives. Therefore, for    
this study the circle which includes economic rationalism becomes a circle       
of significance.  
Figure 1: Circles of Significance 
Classroom
Ed. Dept.
College
Economic 
Rationalism
 
  
As Layder (1993 : 68), writes 'the grounded theory approach must break away 
from its primary focus on micro phenomena. The very fixity of this 
concentration is a factor which prevents grounded theory from attending to 
historical matters of macro structure as a means of enriching...research on 
micro phenomena'.  
Interpretive methodology is open to the criticism that it often fails to take 
account of the macro dimension of social structure in determining or 
constraining human action. In this thesis I link the macro with the micro. I 
locate the voices of teachers against a backdrop of structural change. I relate  
the changes experienced by teachers to the macro situation of the influence      
of an ideology of economic rationalism on education and on teachers. The 
thesis represents the voices of teachers as they describe the reality of change    
as they experience it and shows how major politico-economic changes    
impinge on the lives of teachers. The voices of these teachers are analysed 
within the context of a global move towards economic rationalism. The 
personal meaning of change for teachers is located in the broader context of 
economic rationalism and its accompanying managerialism. 
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2.3.2 Grounded theory encourages reflection on other 
paradigms 
Lindholm (1981 : 136) encourages an eclectic stance towards research: 
Instead of worshipping the one or other type of research as a 
paragon, we must recognise that deeper knowledge of reality 
requires co-creation between and among these various 
approaches.  
Strauss and Corbin (1994 : 273) explain that grounded theory encourages the 
examination of other theories to illuminate the data produced by research 
based on its premises: 
In this methodology, theory may be generated initially from 
data, or, if existing (grounded) theories seem appropriate to 
the areas of investigation, then these may be elaborated and 
modified as incoming data are meticulously played against 
them. (original emphasis). 
The research methods chapter describes the techniques that were used for 
gathering evidence. The chapters of teachers' stories detail the findings of      
the research and the theory generated from these findings.  
I have selectively used postmodernist, feminist and other theories, ideas       
and concepts to explain my findings because grounded theory encourages     
me to do so; for example Strauss and Corbin (1994 : 276) characterise the 
process of developing grounded theory as one in which  
the researcher-theorist is becoming increasingly      
theoretically sensitised, including...scrutinizing the      
literature for received theories that might possibly be    
relevant to the emerging theory developed largely through   
the continuing conversation with 'the data'.  
Similarly Morse and Johnston (1991: 4)assert that grounded theory 'has        
been elaborated beyond symbolic interactionism and now takes into account 
the methods and philosophy of phenomenology, linguistic analysis, 
ethnomethodology, narrative research and biographical research'.  
Grounded theory accommodates to change and is inclusive rather than 
exclusive. I have therefore considered the 'methods and philosophy' of       some 
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postmodernisms and some feminisms in relation to the data obtained by 
grounded theory in the section on teachers' voice below. 
2.4 TEACHER AS RESEARCHER 
Glaser and Strauss (1967 : 6) are adamant that grounded theory is a tool for 
sociologists but I still identify myself as a teacher as well as a sociologist and     
I wanted to include the approach of the teacher as researcher in my thesis. 
'Teacher as researcher' does not just describe my dual position of teacher       
and researcher. Rather, I see it as describing an overall approach to   researching 
a social structure from within. It demands that I deal with       issues of values, 
preconceptions, social norms and existing social structures. There are 
significant benefits to the research process of the practitioner as researcher. This 
approach allows a closer viewpoint to the main subjects,    more detailed 
reporting and opens up opportunities for greater reflexive       analysis.  
Although I have been influenced by action research, I draw a distinction 
between teacher-as-researcher and action research. I have borrowed extensively 
from action researchers. From the influential work of Lawrence Stenhouse 
(1975) and his group, [particularly those involved in the Ford Teaching Project 
conducted by John Elliott and Clem Adelman, Elliott (1976-  77) Norris (1977) 
and MacDonald, B. and Walker, R. (1977) at the Centre for Applied Research in 
Education (CARE)3 in England], I have adopted their practice of listening to 
teachers and carefully analysing their voices. I have   also been influenced by 
the Deakin University group of action researchers                          in Australia as 
represented by Carr and Kemmis (1986), Kemmis and McTaggart (1988), 
McTaggart (1991)4 and Walker (in Schratz and Walker  1995).  Like them, I 
question the power of academics to control research in education without due 
consultation with teachers.  
                                                 
33 I have been influenced by the interpretive work of action researchers in the Centre for 
Applied Research in Education (CARE) in Norwich England. I see this thesis as a logical 
progression from the classroom research inspired by CARE. The people at CARE concentrated 
upon teachers researching their own classrooms. My research extends teacher research out  
from the classroom and the school to carry out research into how teachers see themselves   
being affected by economic, political and administrative changes. 
4  McTaggart (1991) provides a detailed history of action research. 
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However, my research is not in the mode of action research which has     
tended to be seen as the predominant methodology of the teacher as  
researcher. I am not working with others to change teaching style, or to 
introduce a curriculum initiative. I have not started the research with the      
aim of implementing change but rather of increasing our understanding of 
change.5 I follow Goodson (1993) when he writes that he is 'against the     
notion that the focus of the teacher as researcher should be mainly on   
practice'. Like him, I am aware of the dangers that a sole concentration on 
practice could facilitate the routinisation, technicalisation and ultimate 
deprofessionalisation, of teaching.6 
Therefore, my conception of teacher as researcher is not centred on practical 
teaching, rather it is concerned with wider questions to do with how the 
teachers perceive their situation and how they interpret the changes they    
have experienced. Like Goodson (electronic mail) I am concerned with  
'teacher-as-person' not just 'teacher-as-practice'. 
2.4.1 The position of the researcher 
Seddon (1991 : 46-46) explains some of the ways in which research traditions   
in education are converging. My research borrows from the 'School 
Improvement' movement as described by Goodson and Ball (1985),     
especially the use of teacher biographies, and, from the 'Historical        
Tradition'  espoused by Lawn and Ozga (1981), but predominantly my work    
is in the 'Relational Framework' as described by Seddon (1991). Following 
Erikson (1996 : 10), I have tried 'to change the stance of inquiry from 
surveillance (in a Foucaultian sense) to relationship', which he characterises as 
a move from 'Adam's task' to 'Eve's task'. 
I am writing in the first person because I am a teacher who has a voice in       
this thesis and I also want to avoid the kind of 'ventriloquy' described by   
Clark (quoted in Gitlin 1994 : 19). I realise that even in writing my own story     
I am editing events and portraying my reaction to situations. As Lather      (1991 
                                                 
5 I accept and hope that increased understanding will indeed bring about change. My point is 
that I have not conducted this research with a specific change in mind as is often the case     
with action researchers  who approach their research with a view to implementing and 
evaluating change. 
6 For example, although micro teaching is a very useful tool for the initial 'training' of    
teachers, teacher 'education' involves far more than micro teaching. 
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: 91) writes, I am interpreting the situation. When I comment on the voices of 
my fellow teachers I have already selected and categorised their words into 
chapters in this thesis. I acknowledge that it is a presumption for  me to then go 
on and further analyse and explain their words and       situations. My 
justification is that I have, until recently been one of the       group I am 
researching. I feel their story needs to be told. I have been conscientious in the 
analysis and I have referred the work to the teachers        for member checks. 
This position approximates that described by Reinharz (1984 : 365), in that I can 
say, as she does, 'I will never know the experience of others, but I can know my 
own, and I can approximate theirs by entering    their world'. Like him, I 
acknowledge that 'This approximation marks the tragic, perpetually inadequate 
aspect of social research'.  
The place of the researcher must be acknowledged in research. Many   
narrative researchers, postmodernists and feminists such as Foster (1994), 
Lather (1991), McEwan and Egan (1995) and Peshkin (1988) emphasise that    
the subjective experiences of the researcher are important. For example (du 
Bois 1983 : 111) writes 
Our scientific methods, as women, as feminists, require seeing things 
as they are: whole, entire, complex. Our work requires that we see 
things in context, that we understand and explain our eventful, 
complex reality within and as part of its matrix. It is only within its 
matrix that experience, reality, can be known. And this matrix includes 
the knower .  
Similarly (Jones 1992 : 18) asserts: 
New traditions in social enquiry, expressed in their most recent forms 
by postmodernists and feminists, point out something different: that 
'I' is central; that our accounts of the world can only be constructions, 
made up from the language, meanings and ideas historically available 
to us, the 'I'. The old distant voice of the objective observer/ writer is 
seen as a fiction, and as a mechanism of power which ensures the 
domination of certain accounts.  
I have been a participant in the changes over the last ten years and I accept that, 
as a teacher and as a sociologist, my responses to the voices of other teachers 
would not be the same as the responses of a stranger with no background in 
sociological analysis. As the changes were taking place, I analysed them from a 
sociological perspective and from the perspective of somebody who had 
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perceived similar changes in Britain. I also see myself as a teacher and I 
therefore looked at the changes as they affected my teaching and the teaching 
of my colleagues.  
An extension of the role of interpretive researcher is possible when the 
researcher is a teacher and there is a place for her story in the stories of other 
teachers. Elbaz (1988) emphasises the personal in research and I have    
included my own story in the research. I would agree with the conclusions      
of Patai (in Gitlin 1994 : 67) 'Taking account of my own position does              
not change reality'. 
2.5  ETHNOGRAPHY 
Ethnography has the great advantage of providing the researcher with an 
understanding of the context in which the 'natives' make their statements 
(Zaharlick 1992). In the terms of grounded theory, my work is enhanced by 
theoretical sensitivity  (Glaser 1978, Strauss 1973, Strauss and Corbin 1990, 
1994). I am able to utilise all the insights I obtain from doing this research:     
my own experiences; the teachers' stories; the analysis of the data, in vivo 
concepts; literature and the member checks. 
My experience as a teacher in three of the eight secondary colleges in   
Tasmania over a period of seven years has provided me with a deeply  
personal understanding of the context.  I was, until recently, one of the   
'natives'.  I speak the language and understand the nuances. As          
researchers such as Tierney and Josselson (in Gitlin 1994 : 105) advocate, I      
am able to 'include a capacity for empathy,' in my research. Josselson (in 
Josselson and Lieblich 1995 : 31) says 'Empathy becomes an attitude of  
attention to the real world based in an effort to connect ourselves to it        
rather than distance ourselves from it'.  
There is debate about the position of the ethnographer in research. Mohr      and 
Maclean (1987 : 55) distinguish the ethnographer from the teacher/researcher 
when they argue: 
Ethnographers are new to and separate from the situations 
they enter. For them distance is a starting point...Teacher-
researchers deal with the same participant-observer role 
tension, but for them the starting point is one of    
participation, not observation-immersion, not distance. 
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However, Gubrium and Holstein (in Josselson and Lieblich, 1995 : 46) argue 
that there is a 'new' ethnography which 'is concerned with multi vocality, 
centring on the question of how to deal with participants' own    
representations of their worlds'. This sort of ethnography enables the      
subjects of the research to be 'active interpreters who construct their        
realities through talk and interaction, stories, and narrative'. It is this 'new' 
ethnography which is used in this research as teachers are active researchers   
in the focus groups, in the member checks and I, as a teacher, am able to    
insert my own stories into the text. 
My interest was in hearing teacher stories' but like Clandinin and Connelly 
(1995 ; 28) I knew that teachers were often unable to tell their stories because 
'The story of school and the school stories kept the teachers' stories silent as 
they lived and told a cover story'. As a teacher myself, aware of 'cover    stories', 
I wanted an opportunity to allow the voices of teachers, including     my own, 
to be heard. 
2.6 TEACHERS' VOICES AND THEIR STORIES 
The literature of research on teachers' voice has expanded in recent years, 
exemplified by several edited collections of teachers' stories. For example,     
Bell (1995), Clandinin and Connelly (1995), McEwan and Egan (1995), and 
Thomas (1995). These edited collections, along with Beattie's (1995) book, 
celebrate the power of narrative and story.7 
Goodson (1991) argues that it is not enough just to look at teachers'     
behaviour but that researchers also need to listen to teachers' voices to 
understand the meanings and the reasons for those actions. I started this 
research with a determination to hear teachers' voices. I came to realise that   
the voices were telling stories. The responses, the voices of teachers in 
interviews and focus groups, were sorted into themes following the tenets       
of grounded theory and I realised that these themes could also be     understood 
as teachers' stories. These stories form the second major part of   my thesis 
(Chapter 4-9).  My thesis is therefore located in the literature of    both voice 
and story.  
                                                 
7  Nancy Zeller (1995 : 211) provides an extensive list of researchers who use narrative in 
research on teaching. 
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The importance of hearing stories, of listening to the voices of others, was 
important in the Chicago School of Sociology in the late 'thirties and early 
'forties (Whyte 1955). Now there is increasing understanding of the  
interpretive nature of voice, narrative and story. It is accepted, as Riessman 
(1993 : 5) writes, that these first person accounts 'are constructed, creatively 
authored, rhetorical, replete with assumptions, and interpretive'.  
I have drawn selectively on narrative theory in telling my story as a teacher 
who has experienced the changes in the circumstances of Behavioural      
Studies teachers. As a researcher, I describe the construction, process and 
production of this research and I comment on the research and offer 
explanations of the findings. My research also draws on the narrative mode 
when, in the focus groups, teachers were asked to tell their stories of change to 
each other. They provided a personal and communal history.  
Many of the researchers using narrative methodology, like those using 
grounded theory, tend to concentrate on the micro situation. Much work is 
devoted to explaining classroom situations (eg. Herzog 1995, Paley 1995). 
Although I am participating in this tradition of 'personal stories ' (see   
Connelly and Clandinin (1990), Elbaz, (1983), the storylines extend outside the 
classroom-they are stories that have, in Carter's (1993 : 7) words, 'More to       do 
with personal feelings, purposes, images, aspirations and personal meanings 
than with teaching methods'. The narrative mode of thought I         am aiming 
to achieve is described by Jerome Bruner (1985 : 101) as 'a search   for the 
meaning of historical and personal events in their full comprehensive richness'. 
Both grounded theory and the teacher as researcher orientations have 
encouraged me to write a thesis in which teachers' voices are central.    
Goodson (1992 : 112) calls for 'reconceptualizing research so as to assure that 
'the teacher's voice' is heard, both loudly and articulately'. This call is part        
of a widespread acknowledgment of the importance of voice in educational 
research.8 
Teachers' voices are varied and they change as situations change. They are 
different in the classroom from the staffroom as Calrk in Elbaz (1991 : 13)  
writes 'The teacher's voice must speak from an embeddedness within the 
culture of the particular school, school system, and society in which the   
teacher lives and works’. 
                                                 
8   See Apple, (1996 : 223) for an extensive list of 'voice' researchers 
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Further, I am deeply aware of the problem of allegedly speaking with the 
teacher's voice. As Hargreaves (1996 : 13) points out '[T]his construction of     
the teachers' voice is not empirical and descriptive but ultimately morally  
laden and prescriptive...The teachers' voice can not be taken as representative  
of all teachers' voices'.  
Strauss and Corbin (1994 : 274) assert that grounded theory involves 
interpretation: 'That interpretation must include the perspectives and         
voices of the people whom we study'. In grounded theory, researchers such    
as Strauss and Corbin (1994 : 80), acknowledge: 
Coding procedure -including the important procedures of constant 
comparison, theoretical questioning, theoretical sampling, concept 
development, and their relationships-     help to protect the 
researcher from accepting any of those voices on their own terms, 
and to some extent forces the researcher's own voice to be 
questioning, questioned, and provisional.  
2.6.1 Teachers' voices as a social process 
The teachers in this thesis are talking about the changes they have   
experienced. They are sometimes talking to me, the interviewer, sometimes 
they are speaking to each other within a focus group. In this thesis voice is      as 
described by Britzman (quoted in Connelly and Clandinin 1990 : 4): 
Voice is meaning that resides in the individual and enables that 
individual to participate in a community...The struggle for voice 
begins when a person attempts to communicate meaning to 
someone else. Finding the words, speaking for oneself, and feeling 
heard by others are all a part of this process...Voice suggests 
relationships: the individual's relationship to the meaning of her/his 
experience and hence, to language, and the individual's relationship 
to the other, since understanding is a social process.  
Teachers' voices cannot be taken as fixed; in different situations at different 
times and with different people, these teachers may express themselves 
differently. I have described the situation and the actors and included   
extensive extracts from the interviews and focus groups so that readers can 
make their own interpretations of the social realities I am interpreting here.    
As Alcoff (1991 : 12) writes 'Who is speaking for whom turns out to be as 
important for meaning and truth as what is said'. I am aware that readers    
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may interpret the extracts from the standpoint of their knowledge and expertise 
which may differ significantly from mine. 
2.6.2 The political nature of the teachers' voices 
Elbaz (1991 : 15) asserts that the use of the word 'voice' implies that those     
who are given voice have previously been silent or have been silenced and  
thus that the 'teacher's voice is inherently a critical one'. Britzman (1991 : 12) 
explains:  
Voice, in this context, suggests the individual's struggle to 
create and fashion meaning, assert standpoints, and negotiate 
with others. Voice permits participation in the social world.  
The silence of teachers is their powerlessness to define the educational 
situation, to have their view of reality accepted. Weller, (1991 : 10) points to   
the scarcity of literature from the practitioner and acknowledges the power  
and influence of literature sponsored by the department of finance. It is not 
enough to listen to the teachers' voices as ends in themselves but, rather, as 
signposts to 'meaning'. However, elucidating meaning is not easy and as   
Geetz (1973 : 29) indicates: 
Meaning, that elusive and ill-defined pseudo-entity we were 
once more than content to leave to philosophers and literary 
critics to fumble with, has now come back into the heart of the 
discipline.  
How did I find the meaning of change for teachers? Following the advice of 
Harre and Secord (1972), who have a chapter in their book called 'Why not    
ask them?', I asked the teachers to talk about the changes they had   
experienced over the last ten years. 
2.6.3 The teachers' voices as ethogeny 
This sort of straightforward questioning-'Why not ask them?'-is described       
by Bronwyn Davies (1993 : xiii- xiv) as ethogeny. Whilst I was searching for      
a framework in which to locate my research I read of Davies' similar     
problem. In the mid 1970's, she was interested in the talk of primary school 
children but she could not find a framework in which to present her      
research. She points out that her research did not fit easily into some of the 
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frameworks she considered, for example symbolic interaction would have 
required 'the researcher's immersion in the scenes the participants were  
making accounts of' while she was only able to ask them about past     
situations which she herself had not experienced. I consider that my       
research is, to a certain extent, in the symbolic interactionist framework as I 
have been a teacher for many of the ten years (1984-1994) period on which     
the research focuses and I have been immersed in the situation which the 
teachers are talking about in my research. However, I did not keep note    books 
during those ten years and therefore my input and that of the other teachers is 
remembered and reconstructed from looking back over ten year period.  The 
teachers in this research have been asked to reflect back on ten years of their 
lives as teachers. The themes they raise are, in themselves, revealing because of 
their perceived importance. Like Davies ( 1993 : xiii-      xiv) I wanted to be able 
to analyse 'the scenes they were talking about' and       for me, like Davies: 
Ethogeny seemed to straddle the interests of both these 
perspectives, wanting to observe and participate in social 
worlds and to listen to participants' talk about those social 
worlds, but also seeing the ways in which talk within     
settings and talk about those settings is constitutive of those 
settings.  
As with Harre and Secord (1976 : 9), the purpose of the questions was to find 
the meaning of change for the teachers: 
explaining behavioural phenomena involves identifying       the 
generative 'mechanisms' that give rise to that       behaviour. 
The discovery and identification of these 'mechanisms' we call 
ethogeny. We believe that the main process involved in them is 
self direction according to the meaning ascribed to the 
situation. At the heart of the explanation of human behaviour 
is the identification of the meanings that underlie it.  
Therefore, the concept of ethogeny enabled me to centre my research on the 
meaning of change for the teachers in my study by the overwhelming 
simplicity of the question 'Why not ask them?'.  
At the same time the question 'Why not ask them?' crystallises a      
fundamental question about the changes experienced by teachers as to why 
administrators do not ask teachers about the effects of change on teachers     
and their students. They have available an articulate, educated group of   
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people who are largely altruistic and motivated towards improving the 
educational system so that students will benefit and yet their considerable 
knowledge and expertise in the education system are seldom called upon. 
I wanted to understand the meaning of change for teachers, and by  
implication, their students. Senior Secondary students in Tasmania have 
already been the subjects of extensive longitudinal research by Joan Abbott-
Chapman et al (1986a, 1986b, 1987, 1989, 1990, 1992, 1993) and Holloway et al 
(1992 ) which my thesis complements (see for example the debate about the 
multiskilling of teachers- where teachers are expected to teach outside their 
areas of subject expertise- and the findings of Abbott-Chapman et al (1989 :  
191) that students rate enthusiasm for subject as being very important). 
If I had chosen another group as the focus of my research, I would have 
undoubtedly have reached different understandings. I am very aware, for 
example, that a parallel research project on the administration, in the form       
of the senior staff in schools, would highlight the difficulties of the 
administration. I felt throughout the research that the senior         
administration in schools were in a particularly difficult position as they  
played the role of marginal man9 between the teachers and the state wide 
educational bureaucracy. 
 
2.7 RESEARCH ISSUES 
From both the research and my reading, certain important issues become   
clear. My thesis is interpretive, it is deliberately political and it is unashamedly 
caring.  
2.7.1 The interpretive nature of the research 
As Strauss and Corbin (1994 : 274) write in grounded theory multiple 'voices' 
are attended to, but note that these are also interpreted conceptually by the 
researcher who follows our methodology'. All of the methodological 
perspectives that have informed this thesis acknowledge that research is not 
only descriptive but also interpretive. The teachers' voices have been   
presented after they have been analysed, grouped and ordered. In grounded 
                                                 
9  See Shibutani (1972 : 199) for a discussion of the situation of 'marginal man' 
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theory, researchers accept responsibility for their interpretive role. As      
Strauss and Corbin (1994 : 274 ) write 'Researchers assume the further 
responsibility of interpreting what is observed, heard or read'. This is what I 
have done. I have elicited teachers' voices and re-presented them using 
grounded theory. These representations are themselves analysed critically, 
theoretically and reflexively.  
Drawing on some conflict and feminist perspectives I emphasise the political 
nature of research. The thesis is a questioning of power. As Jones (1992 : 27) 
points out 'we need to examine all accounts for their implications for power 
relations'. Several chapters in this thesis (Ch 4  Stories of Systemic and 
Administrative Change, Chapter 5 Stories of  Teachers and Control, Chapter 6 
Histories of Behavioural Studies Subjects,  and Chapter 9 Stories of Teacher 
Stress) describe the control which administrators, (predominantly male) exert 
over the teachers (predominantly female).10 This thesis describes the relative 
loss of power of the teachers and questions the defensibility of the economic 
imperatives which now drive education. 
2.7.2 The caring nature of this research 
This research is concerned with caring. As Sandra Acker (1995 : 24) writes  
'Care is part of the identity of teachers'. It also figures as a significant concept  
in my research (see especially Chapter 9 Stories of Teacher Stress and     
Chapter 4 Stories of Systemic and Administrative Change). It is involved in   
the core category of the research-the clash of ideologies between economic 
rationalism and the professional caring ideology of the teachers. 
Caring is seen as significant in both postmodernist and feminist discourses.   
For example, Tierney (1994 : 105) writes ''Caring' is integral to the critical     post 
modernist idea'. Similarly, many feminists question the way in which   men 
interpret the world (Belenky et al 1986, Gilligan 1982, Noddings, 1984,  
1992) and seek to incorporate women's modes of interpretation which     
include the ideal of care (Acker 1995) and the importance of relationships 
(Belenky et al 1986). I use Acker's (1995 : 22) concept of care: 'I see caring 
simultaneously as an activity and a feeling, as both labour and love'. 
                                                 
10  Because Behavioural Studies includes subjects like Child Development and Human 
Interactions (which are more usually taught by women) there is a preponderance of female 
teachers in this study.  
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From my research it seems clear that men, as well as women teachers, care 
about their students. Grumet (1988 : 46) might say that men teachers are 
experiencing the same interactions with students as their female colleagues, 
therefore it is not surprising that they experience similar feelings towards   their 
students.  
'Care' plays a significant part in the results of the research, and I hope I also 
retained the caring professional ideology, which is part of teaching, when I   
did my research. Like Tierney (1994 : 105), 'I am suggesting that our research 
endeavours need to be reformulated so that they include a capacity for 
empathy'. 
2.8 THE PRESENTATION OF THE RESEARCH 
Issues such as those discussed above influenced the research process and they 
have also influenced the presentation of this thesis. 
2.8.1 Rhizome 
Geertz ( 1993 : 10) describes the situation facing the researcher as: 
a multiplicity of complex conceptual structures, many of them 
superimposed upon or knotted into one another, which are at 
once strange, irregular, and inexplicit, and which he must 
strive to first grasp and then to render.  
With Geertz I celebrate the complexity and rather than rend the knots   
asunder, I acknowledge their place in the research. That is why I chose the 
metaphor of the rhizome. Deleuze and Guattari (1983 : 47) suggest that  
whereas the tree provides a modernist model of knowledge, the rhizome is       
a more appropriate model of postmodern knowledge.  
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The metaphor of the rhizome is present throughout the thesis, (see       
especially Chapter 3 Research Methods) but is especially useful here as I    
locate the thesis amongst the plethora of epistemologies which have    
influenced the research. These multiple perspectives do, however, have to       
be systematically studied and explained in written form. If the reader will     
use the imagery of crabgrass, major internodes (or clumps of grass) are   
formed by grounded theory and the teacher as a researcher. From these    nodes 
come internodes which link to form a larger clump of grass called    voice.  
Internodes also link voice to the teacher as researcher,    postmodernisms and 
feminisms. A diagram might help the reader to see the picture more clearly. 
Figure 2: Locating the Thesis in a Methodological Framework 
teachers voice
grounded theory
teacher as researcher
postmodernism
feminism
 
 
A thesis is an argument.  However the form an argurment takes is not always 
that of the linear.  In fact once could assert that to adopt a linear mode is to 
adopt a modernist stance.  This thesis can certainly be read as a series of 
interconnected linear arguments coalescing toward a single outcome.  I am 
writing in a tradition which demands and requires such an approach. 
However it can also be read in a different way.  It can be read as a b 
multilayered text.  Each chapter discussing the results of the research       
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revisits, rehearses, recapitulates the same material.  It is as though, as a    
teacher one is teaching the same material each week to four or five different 
classes of students.  The same material is not the same because each time its 
presentation changes.  To fully understand the material one must attend all 
classes and suffer the boredom of repetition to gain the richness of fuller 
understanding.  To use another example let the reader imagine they are     
going on a nature walk.  Each time they take the same path but each week   
they see different things.  If one wants to more fully understand the  
complexity and the depth of the environment one must take the same path     
on a regular basis.  This is how I have written the thesis.  I have tried as      
much as possible to exclude repetition but repetition is inevitable if one 
continually revisits the same material. 
I ask the reader therefore to read the text so as to build up in their mind a 
complex multilayered understanding of the views of these teachers.  That 
complexity can be pulled apart strand by strand and in writing chapters on 
different aspects I have committed that violence-a violence forced on me by  the 
nature of writing and academic discource.  However behind that dismembered 
“reality” lies an interrelated “reality” and it is that complex rhizomic picture 
that, in my opinion, comes closest to the teachers’ perspectives, their voices and 
their stories. 
2.8.2 The presentation 
In terms of style of presentation I was influenced by the work of the      
narrative researcher Beattie (1995) and feminists like Haraway (1989) and   
Jones (1992) and I decided to follow to some extent Jones' (1989 : 31) 
suggestions for feminist writing (Jones' words are italicised in the list      
below): 
• Experiment with style:  
As mentioned in the introduction, rather than present a 
literature review as a separate entity I have written this 
chapter to locate my research in current educational 
research. There are extensive references to literature in    
this chapter and throughout the thesis. It seems more 
sensible to review the relevant literature in the relevant 
chapters. 
• Make explicit the process of construction of texts  
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I have used grounded theory to analyse what the teachers   
said and have endeavored to make this analytic process 
‘transparent’ to the reader. 
I have used the teachers’ words as much as possible and 
have clearly indicated where I have drawn on my own 
experiences. 
I read widely and was inclusive, rather than exclusive, of 
other viewpoints. 
I wrote and rewrote, using the process of writing to 
interrogate the research findings and my analysis. 
• Decentre yourself as narrator/ explicitly position yourself 
I explicitly position myself as a teacher researcher, as 
somebody who has experienced the changes these    
teachers are talking about. I also write from the    
standpoint of a teacher with an extensive sociological 
background and as somebody who had experienced 
comparable changes in England. 
• Do not avoid contradictions.  
The research produced contradictions. Those which I am 
unable to explain or resolve are indicated throughout the 
thesis. 
• Juxtapose interpretations/ lines of thought: 
The research allows for alternate views to be heard in the 
focus groups. There are many narratives, stories and 
interpretations. The research follows several themes and 
allows for the interconnection between those themes. 
• Use your own words  
 I have written in the first person and used my own words 
in the commentaries.  
The teachers' voices (including my own) are heard 
throughout the thesis. The words of the teachers have    
been edited to the extent that I have removed hesitations 
such as 'er' and 'um'. I have left in whole words even    
when they were repetitious and used as thinking time   
such as 'I believe...I believe that'. I have also left in phrases 
such as 'You know?' 
• Range of media 
I would have liked to have included video extracts from  
the focus groups in the thesis presentation but, in order     to 
protect the anonymity of the teachers, this was not possible. 
However the thesis includes a photograph, cartoons, 
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extracts from official documents, newspaper cuttings and 
letters as well as extensive use of the    teachers' own words 
in extracts of their discussions.  
2.9 METHODOLOGICAL LIMITATIONS 
2.9.1 Limitations of grounded theory 
The belief that a researcher can approach a piece of research atheoretically is 
open to question. Altrichter and Posch ( 1989 : 23-25) believe that you cannot 
ignore the literature and study the situation with no pre-conceptions. I     would 
have to agree that I, as a researcher who has reached doctoral level,  have been 
influenced by many theoretical positions. My Master of     Philosophy degree 
(Easthope 1982) was a quantitative study of alternative methods of teacher 
education and training. At the beginning of my doctoral research I explored 
many theories before I chose grounded theory and I acknowledge the 
continuing influence of other theoretical positions.        Indeed, one of the things 
which attracted me towards grounded theory is its openness to other theories 
and to the development of theory from the     practice of the research.  
Other critics of grounded theory are concerned that there is no formal 
hypothesis. This thesis has not proceeded from an hypothesis to hypothesis 
testing. The issue here is what is 'testing'. Testing in this thesis is not the 
'scientific' testing of quantitative analysis but, rather, there is continual 
interaction between the research, reading, and analysis to try and reach 
plausible and warranted conclusions. 
I am confident I have been able to concentrate on developing theory which   has 
been generated from the words of the teachers. Grounded theory has enabled 
me, as the researcher, to be as open as possible, to give teachers    voice. The 
themes or 'nodes' upon which the chapters which tell teachers' stories 
(Chapters 4-9 and Chapter 10 Conclusions) are focused have been generated 
from the texts of the interviews and focus groups through      constant iteration. 
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Researchers from other paradigms could undoubtedly read the same texts    
and interpret them from, for example, feminist or postmodernist     
perspectives. When the usefulness of these additional interpretations has 
become evident to me in the research I have indicated and acknowledged   their 
presence. Grounded theory is modernist but it is not exclusive.  
Critics of grounded theory are also concerned that substantive theory is too 
limiting ( for example Altrichter and Posch 1989 : 23-25). I would argue that  the 
substantive theory generated by the grounded theory method is only the first 
part of a longer process. It provides the data which are the basis for   formal 
theory. It is the foundation on which arguments like my core      category of the 
interaction of the ideologies of economic rationalism and the caring 
professional teacher ideology are based.  
 
2.9.2 Limitations of the metaphor of the rhizome 
The metaphor of the rhizome, whilst being gloriously inclusive and 
interactional, is destroyed or at least limited when it is uprooted and studied 
strand by strand. All of the interactions cannot be examined simultaneously. 
This is a drawback, but at least the metaphor conveys a sense of the complexity 
which makes up the whole. My hope is that the reader will accept complexity 
whilst concentrating on one strand at a time. At the end of the thesis, the 
immersion in the lives of these teachers should be such that the reader can 
comprehend their situation and understand their feelings.  
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CHAPTER THREE : RESEARCH METHODS 
 INTRODUCTION 
My research is interpretive, designed to allow teachers' voices to be heard as 
they tell of the changes they have experienced. The research is located in 
grounded theory because a commitment to teachers' voices pre-supposes     that 
those voices will have primacy in the research methodology, the development 
of any conceptual theoretical issues that arise, and in the       thesis itself. 
This chapter describes the group of teachers who took part in the research    
and details the methods I used to gather my data and how I analysed the    
data. It also explains the member checks used to check my findings. The      
later part of the chapter outlines some of the limitations of my research.  
3.1 THE TEACHERS STUDIED  
The aim of the research is to gain an understanding of teachers' responses        
to the changes that have taken place in education over the past ten years. I 
chose as my key group, teachers of Behavioural Studies in Tasmania. All    
types of teachers of Behavioural Studies were either interviewed or 
participated in focus groups:- teachers from private independent and     
Catholic schools and state colleges; teachers of pretertiary subjects and   
teachers of subjects in the Child Development courses; teachers from     
different localities and teachers from schools with students with different 
rural/urban and socio economic status.  
Four teachers responded to in-depth interviews, a male teacher in the    
Catholic system who had previously taught in a state college, a female    
teacher in a private school, a male teacher in a college and a female teacher      
in a college. Sixteen teachers took part in the three focus groups. The total 
sample was twenty, seventeen females and three males. Behavioural         
Studies is predominantly a female subject because it includes all the Child 
Development courses. This means that both teachers and students are 
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presominantly female.  The teachers represented all the Behavioural        
Studies courses and came predominantly from state colleges. Some of the 
teachers worked part time. Some of the teachers taught in other areas as       
well as Behavioural Studies. 
This particular group was chosen for two reasons, I had been a Behavioural 
Studies teacher for many years and have an understanding of their position 
(see comments on ethnography in the previous chapter) and I had easy     
access to them. In deciding to research this group of teachers, I was aware    
that selecting them as a group had advantages and disadvantages. The 
advantages of this particular group are their diverse discipline backgrounds 
predominantly with psychology or sociology as major studies in their 
undergraduate degrees although many of the teachers who teach the Child 
Development courses come from a home economics background. This 
divergence of background with a concentration in Sociology and Psychology 
meant that I was studying a group of teachers who had considerable    expertise 
in social interaction and in individual and group responses to   change. 
Additionally, Behavioural Studies teachers are seen by many (both 
administrators and teachers) as being particularly able to deal with    
difficulties which arise because of the changing characteristics of the student 
population. There is also a perception that teachers of Behavioural Studies 
Subjects are socially aware and 'caring' of students. Teachers of Behavioural 
Studies are frequently involved as counsellors in schools. I therefore had a 
group of teachers who were able to articulate the social and cultural effects      
of change and who tend to be self reflexive and informed about their    
changing situation. Behavioural Studies teachers also teach classes ranging 
from pretertiary level to the less academic level. There was a great deal of 
expertise, contemplation, analysis and insight available which had not been 
tapped so I decided to ask them about the changes they had experienced. The 
disadvantages of choosing Behavioural Studies teachers in Tasmania are 
discussed later in this chapter (3.5.2 Generalisability) 
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3.2 THE DATA GATHERING METHODS USED 
Grounded theory is usually based on qualitative data, but is not     
characterised by any one method of data production. Three major      qualitative 
methods were used in the research: observation, interview and focus groups. 
Throughout my teaching career, and during the research   process, I was 
continually observing the teachers and their changing    situations and trying to 
understand the change process. 
3.2.1 In-depth interviews 
Interviews were an obvious choice of method. I had, and have, considerable 
goodwill among teachers in the secondary colleges and foresaw and 
experienced, no difficulties in obtaining the cooperation of teachers for in- 
depth interviews.  
The advantages of in-depth interviews are: 
1. They can be conducted in privacy. 
2. The respondent can be anonymous.  
3. The interview does not have time constraints. 
4. The interviewed person is on a one to one basis with the researcher and is 
influenced only by the researcher (unlike focus groups where the      
respondent can be influenced by other group members)1. 
5. Matters of a personal and private nature can be discussed if the      
respondent has trust in the interviewer. 
The advantages of privacy and anonymity are particularly important in 
Tasmania where in the small social world of teaching an inadvertent word    
can stall, if not ruin, a career. The questions derived directly from my    
research interest in the changes teachers have undergone over the past ten 
years. It was very important that responses were not bland statements so I 
chose to ask, in particular. ' With respect to your job what keeps you awake     
at night ?' The full interview protocol is given in the box below. 
                                                 
1 Note however, that this is also a strength of focus groups. 
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Interview Protocol 
 
There is a lot I could ask you, but what I really want to know is  
' With respect to your job what keeps you awake at night ?' 
[Probe now, over the last few years] 
What about your job is satisfying, what makes you happy? 
[Probe now, over the last few years] 
[Issues to be put on 'flash cards' to be given at the interview: random listing, 
different for each interviewee]  
Show them the card and ask them to do a word association with each one,     
just the first words that come to mind when they see the card. 
• Work load 
• The change from H.S.C to T.C.E. 
• Criterion based assessment 
• Involuntary transfer 
• Students 
• Teaching excellence 
• Promotion 
• Carmichael, Finn, Mayer2 
• Meetings, courses, conferences 
• Satisfying the needs of all student 
• The economic situation 
• Job satisfaction 
• Teacher stress 
• The administration 
 
Please look at these cards, please select a few that you would like to talk     
about in greater depth  
Please look at the list and select the one you would like to talk about most'. 
[Then ask them to select another topic and another; stop when they are      tired.] 
 
Concluding Questions 
What do you see happening in the future? 
If you were involved in writing a course for student teachers intending to   
teach this age group what would you include? 
                                                 
2 These are the chairs of government committees who have reported on aspects of education in 
relation to economic planning and development.  Each committee has produced reports.  The 
recommendations of these reports have been widely adopted by educational administrators. 
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 Are there any questions which I should have asked you? 
 
 
The generation of these flash cards referred to in the interview protocol was  
the result of a great deal of thought. Originally I produced an interview 
schedule. It was very long and would have taken about three and a half     
hours to answer. I needed a way of obtaining not just information, but also 
feelings and attitudes which was quick, generative and interesting. As I was 
initially a primary school teacher, flash cards were part of my repertoire.       
The words on the cards were chosen by me (using my knowledge and 
experience of the situation) just as the questions in an interview would        
have been constructed by me, but by not structuring the questions I was able  
to reduce 'closure'. A flash card is intrinsically more open ended than a   
question.3 
3.2.2 Focus groups 
I was pleased with the interviews. Teachers responded well to the flash      
cards and provided 'thick' data. I also decided to use focus groups which 
would allow groups of Behavioural Studies teachers to talk to each other      
and with me about the changes they experienced with less direction from      
me. I was aware that my personal experiences would influence my selection    
of flash cards and I wanted a method which elicited teachers' stories in a      
way that was less dependent on the researcher or other outside agencies. 
Frey and Fontana (1991: 185) describe focus groups as a 'technique that can 
stand alone as a procedure for obtaining data on any social context that is  
being studied in an ethnographic manner.  'There is a considerable        
literature on focus groups including the work of Frey and Fontana (1991), 
Hawe, Degeling and Hall (1990), Kruger (1988), Morgan (1993) and Stewart  
and Shamdasai (1990). 
Focus groups are valuable because they help gain an understanding of the 
situation of the participants especially when their situation is complex.      
Focus groups allow for both personal and group expressions of voices. They 
are a way for teachers to express their interests, their concerns, to establish    
                                                 
3  It also has something of the quality of an inkblot. It can serve as a means of projection. 
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their feelings and attitudes. They are a way for us to hear the teachers'    
voices4. 
Frey and Fontana (1991: 175-187, [their words in italics]) point to the    
following advantages of focus groups in comparison with interviews and 
ethnographies: 
• They allow the opinions of several people at once to be     
canvassed at the same time . 
These multiple opinions allow for increased rigour, and encourage       
increased breadth and depth as teachers have thinking time whilst others       
are talking and they can add their own observations and qualifications to    
what is being said. 
• They assist 'indefinite triangulation'. 
Teacher are able to give their views and have them supported, queried or 
challenged by others. 
• They reduce the influence of the interviewer. 
Because there were several teachers present, the presence of the researcher   
was not as constraining. I also sought to reduce my interaction by writing    
their ideas down, thereby reducing eye contact and avoiding them looking      
to me for non verbal cues which would influence their conversation.  
•  They provide data on the group that is not available                 
from one-to-one interviewing. 
The interaction of the group, the joking and telling of stories, meant a very 
different, more relaxed, more informal situation in which groups of    
colleagues exchanged 'shop talk'. 
• They provide rich new data, particularly in terms of          
specialist language and ideas. 
I felt that teachers 'tried out' ideas in these groups. They talked of issues    
which had been concerning them which they had never had the       opportunity 
                                                 
4  See also Australian Teaching Council (1995) who used focus groups for their market   
research entitled "What do Teachers' Think? which carried out focus groups across the nation 
(although not in Tasmania) to establish what teachers wanted from their national      
professional body. 
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to discuss and debate before. Teachers were appreciative that   they had the 
opportunity to spend time to reflect on the last ten years. 
Frey and Fontana (1991 : 179) point to the compatibility of focus groups with 
postmodernist approaches: 
Basically, the postmodernist approach in sociology questions the 
control over the discipline of established paradigms and scrutinizes 
closely the often self validating assumptions that underlie these 
paradigms. Thus postmodernist    ethnographers wish to study 
everyday life accounts by remaining as faithful as possible to the 
perceptions of the (sub)culture being examined...Post modernist 
ethnographers have been suggesting, among other points, that (1) 
ethnographic accounts be more polyphonic and thus present more of 
the accounts of the subject studied and (2) that the  role of the 
ethnographer be 'minimized' in the report, to diminish authorial bias 
and influence. 
I would endorse giving teachers a 'voice' and hence using a technique        
which allows polyphonic response and reduces the influence of the    
researcher.  
Focus groups encourage social interaction which allows for observation and 
interpretation of non verbal communication, mood, debate and dispute.      
They have high face validity (Kruger 1988 : 42) but the results of focus group 
research are not generalisable to all teachers. What the research can do is    
point to the situation of one group of teachers and ask if similar processes, 
reactions and feeling are likely to be experienced by other teachers facing the 
same pressures.  
All the participants of the focus group were Behavioural Studies teachers    
most of whom knew each other. Other researchers ( eg. Jato et al 1994 : 93)  
have discussed the problems of respondents already knowing each other      
and have found that it is not a hindrance but rather adds to the information 
obtained. 
Three focus groups were conducted at a time teachers of Behavioural      
Studies met in their annual Tasmanian Teachers of Behavioural Studies 
(TTOBS) conference. This meeting took place in the University of       
Tasmania's Sociology Department so I was able to take advantage of their social 
science research laboratory which allowed the focus groups to be      video and 
audio recorded. 
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Only one question was asked, the deceptively simple 'How have things 
changed  for you as a teacher over the last ten years?' I chose the question to   
be as neutral and open ended as possible. I wanted the groups of teachers to 
interact and evolve their own stories without undue influence from me.      
After my experience with the teacher interviews I believed that these     
articulate teachers would have no difficulty answering this question. This     
one question, with some probing, was sufficient to stimulate the three      
groups to talk for over an hour each. 
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Focus Group Protocol 
 
For ethical reasons participants were told: 
'I am interested in your feelings and opinions on topics of interest to 
Behavioural Studies teachers. Differences of opinion are bound to arise;       
there is no 'right answer' and I appreciate your ideas. 
 
You will not be identified by name, I will use another name in the        
transcripts and if you mention a name; like the name of a school I will       
change it. You have all been asked to sign a consent form. You will see on it    
No 6. that you 'agree not to attribute information given by individuals at 
discussion groups'. This means that you can not say 'In the focus group Fred 
Bloggs said..'. please feel free to discuss the general issues raised, but do not 
attribute them to any one, identifiable individual'. 
 
A short introduction was then made of the form: 
'By way of introduction I'd like to ask you to say your first name, then what  
you teach and then a brief description of the sort of school you teach in for 
example; Chris, I teach two classes of pre-tertiary Behavioural Studies, the 
Sociology option; I have one class of Introduction to Sociology and    Psychology 
and I also do some counselling. I have also taught all the Child Development 
subjects at one time or another. I teach in a state senior    secondary college'. 
 
Participants were then asked: 
'I would like to ask you to talk about the changes you have seen in teaching      
in the last ten years'. 
'Right, can we brainstorm the changes you have experienced?' 
(This was the initial question used to stimulate discussion) 
[Probing questions and questions eliciting differing views followed the 
initiatives of the teachers because it was the intention to elicit the teachers' 
voices.] 
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The teachers' responses were jotted down on pieces of sugar paper for them     
to visualise the issues they had raised. 
This also enabled me to be busy writing which encouraged the teachers to     
talk amongst themselves and not look to me for direction. 
A final probing question was: 'Is there anything which we should have 
mentioned that we have not talked about yet? 
 
 
Quotes from the interviews and focus groups are used extensively in this 
thesis. I am aware of Patti Lather's (1991 : 91) warning to beware of    
quotations being 'framed to suit the purposes of the researcher'. In places   
quite extended excerpts are presented to the reader. My initial aim was to   hear 
the voices of teachers, but in time I realised that these voices were     telling 
stories. These stories are developed in the second major part of my thesis 
(Chapters 4-9). I aim to provide readers with material which is capable  of 
alternative readings and I am aware that their analyses may be different from 
mine. I do not want, in the words of Schratz and Walker (1995 : 136-    137), to 
support the 'myth that the author is always right', neither do I    support 'the 
assumption that nothing is important unless it enters the consciousness or 
touches the sensibilities of the author'. Like Haraway (1989      : 8), I 
acknowledge that 'Story telling is a serious concept, but one happily without 
the power to claim unique or closed readings'. 
I wanted the teachers to have as much freedom as possible to tell me their 
stories in as open and unconstrained way as possible. I wanted the 
'authenticity' described by Silverman (1993 : 10): 
'Authenticity' rather than reliability is often the issue in 
qualitative research. The aim is usually to gather an   
'authentic' understanding of people's experiences and it is 
believed that 'open-ended' questions are the most effective 
route to this end. 
My aim was to gain an understanding of how the teachers saw change and how 
they evaluated the effects of those changes. As Hawe et al (1990: 105)  point out, 
some of those changes are unintended. 
Qualitative approaches are particularly good for finding out 
about unintended effects and for understanding why effects 
(both intended and unintended) occurred. 
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Where explanations of the text need to be provided they are placed in    
brackets ( ). The names of the teachers and places have been changed to 
preserve their anonymity. Where I am speaking is designated by my initials 
CE. 
3.3 THE MODE OF ANALYSIS  
Grounded theory operates as a mode of analysis by iteration.5 The      
interviews and focus groups are coded using the teachers' own language      
and memos, notes, questions, insights, comparisons and summaries were 
made. Issues brought up in the interviews and focus groups are given a 
separate file and the transcripts and tapes are again scanned for these     
themes. 
The content analysis goes further; like Cicourel (1974:124-125), I identified   
links between the categories by comparing and contrasting themes: 
In the research we seek a kind of 'indefinite triangulation' 
procedure that would reveal the irreparable but practical 
nature of accounts used by subjects and researchers. I use the 
expression 'indefinite triangulation' to suggest that every 
procedure that seems to 'lock in' evidence, thus to claim a   
level of adequacy, can itself be subjected to the same sort of 
analysis that will in turn produce yet another indefinite 
arrangement of new particulars or a rearrangement of 
previously established particulars in 'authoritative', 'final', 
'formal' accounts. The indefinite triangulation notion    
attempts to make visible the practicality and inherent 
reflexivity of every day accounts.  
Then diagramming and mapping are used to increase levels of          
abstractness and clarify the development of the theory (Glaser 1978). 
Adequacy of data is determined by the amount of data 
obtained rather than by the number of subjects participating   
in the study. Adequacy is obtained when the data are saturated 
(ie when no new data are obtained, and when all aspects of the 
phenomena are richly described). In other  words adequacy is 
achieved when the theory is valid and complete (Morse and 
Johnston, 1991: 9). 
                                                 
5  A similar process to the hermeneutic circle, or spiral described by Lindholm (1981 : 87) 
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Theory is generated by a constant interaction between the interviews, focus 
groups, my own observation and experience as a teacher, the literature and   
the diagramming and mapping of themes and concepts. As Glaser (1978 : 2) 
explains, 'Grounded theory methodology explicitly involves generating   theory 
and doing research [as] two parts of the same process'.  
3.3.1 Substantive coding 
The data was initially analysed into the topics shown in the following table.   'In 
vivo' codes are used, that is codes are taken from the data. (Strauss         1987).  I 
am aware that by choosing topics for my 'flash cards' I directed responses to 
those issues. In the focus groups I made no such direction; but I acknowledge 
that in my coding I may have had a 'set' to perceive the responses I expected. It 
is interesting to see the codes which evolved from the undirected focus groups 
and see their interrelation with my directed 'flash cards'.  
Table 2: A Comparison of Focus Group Codes and Interview Codes 
Focus Group Codes Interview Codes 
Administration Administration 
Anger  
Behavioural Studies  
Criterion Based Assessment (CBA) Criterion Based Assessment (CBA) 
Change  
Change HSC-TCE Change HSC-TCE 
Control of teachers Control of teachers 
Discipline  
Economic situation Economic situation 
Embarrassed  
Equality  
Failure of administration to recognise 
the situation 
 
Feelings6  
                                                 
6  Anger was such a central feeling that it was coded separately, see above. 
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Gender Issues  
Goodwill  
History  
Humour  
Interaction with students  
Involuntary transfer Involuntary transfer 
Job satisfaction Job satisfaction 
Loyalty  
Managerial language  
Multi skilling  
Meetings/Courses/Conferences Meetings/courses/Conferences 
Parents  
Personality  
Political correctness  
Pressure  
Professional development  
Promotion  
Relationships between teachers  
Satisfying the needs of all students Satisfying the needs of all students 
Standards  
Students Students 
Teacher stress Teacher stress 
Teaching style  
Time  
Valued by others  
Vocational ed/work experience  
What teachers want  
Workload Workload 
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Worries  
The forty two codes generated by the research include thirty codes which I   
had not anticipated in my 'flash cards'. Twelve of the 'flash card' codes        
came up in the focus groups. Teachers included Carmichael, Finn and       
Mayer under the general heading of change. They did not talk specifically 
about teaching excellence. 
 
3.3.2 An example of grounded research 
I looked at each section of the interviews and the focus groups and      
examined them with the themes I had already generated in mind. I was also 
ready to generate other themes if that seemed required. For example, when 
coding the following extract I coded for the theme 'Anger' followed by other 
relevant themes.  
 
Anger, Control, Administration, Students, Pressure, Promotion,    
Stress, Time, What Teachers Want, Workload.  
 SUE: I go home very angry often because of everything extra we have  to 
do. 
I also get very angry at those people who are climbing up the ladder who 
create things so they can be recognised and you go home and you have 
all these other things to do and you never have time to do what  you 
need to do and your life is just so narrow.  
The only satisfaction I get is being in the classroom. I love being in the 
classroom because I know no-one is going to come and bug me ask      
me for my help. Ask me to do five hundred and fifty things to help     
this person get Principal somewhere or whatever and never get any 
feedback on it. 
I love being in the classroom; that is where my job is I think. If I had 
wanted another job I would have trained to do something else. (FG2. 
55.52)7 
Many of the teachers were unhappy with their school and systemic 
administration. Previously I had coded their dissatisfaction under  
 
                                                 
7 FG2 55.52 designates Focus Group two and the number count on the video tape. 
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administration. It took this extract for me to label some of that       
dissatisfaction as anger. 
The reason for the multiple coding of an extract into several themes arose 
because I sometimes could not decide which theme to put a rich extract    
under. Even if I could decide, these extracts seemed also to be important in 
other themes as well as their initial theme. Therefore I coded them under 
several headings. For example, the above extract although I made a new   
theme for it- Anger-was also copied and coded under Control, Administration, 
Students, Pressure, Promotion, Stress, Time, What Teachers Want and 
Workload. 
This sort of coding enabled me to see major interactions and relationships 
between the themes. When I started my research I was aware of the   
complexity of the teachers' situation. I thought of it as a web of 
interrelationships. However, this metaphor failed to satisfy me because a     
web is symmetrical, it is patterned. I needed an analogy which would more 
clearly represent asymmetrical and less orderly interactions. This need was 
satisfied by the analogy of a rhizome8. It allowed more fluid, less formal 
interactions. In the present example, the analogy of the rhizome enabled me to 
code this extract in the major internodes described above, but it also       
allowed me to diagram interactions of lesser importance with other themes. 
This extract is related to the Economic Situation, Feelings, Goodwill,     
Humour, Interaction (with students), Job Satisfaction, Meetings (courses 
conferences), Relationships (between teachers), Valued (by others). This   
extract was not copied into the codes of Economic Situation etc, but it was 
linked to these codes by coloured threads to show the interrelationship.  
There are several extracts in the thesis which denote anger. These teachers     
are especially angry about the policy of involuntary transfer. However, for    
the purposes of this example, I am just using the above extract to     
demonstrate coding. The diagram shows how one theme, anger, in one     
extract relates to other themes.  
                                                 
8 See also the analogy of the "cats' cradle" string game used by Haraway (1994 : 69) which adds 
agency and action to a rhizome-like structure. 
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I have used capitals and underlining to highlight the themes of this extract.  
Sue directs her anger to the Administration, the senior staff of the college.     
Her Workload has increased because of increased administrative duties and 
Meetings which are to the detriment of her teaching. She is angry because     
she has less time for teaching and Students. There is less Interaction with 
Students. She considers teaching to be her prime objective and the area     
which gives her satisfaction. (What Teachers Want). The lack of      
consideration for students and teaching is marked by the relationship of 
Promotion to administration rather than teaching. This in turn has an          
effect upon the Relationships Between Teachers. In the extract, Sue is 
commenting upon senior members of staff (still teachers) who are so   
concerned with promotion they make work, not just for themselves, but       also 
for other teachers. 
She experiences increasing Pressure because of Time constraints. This can    
lead to Stress . She also implies that she is constrained to help other teachers 
gain promotion which implies that she feels she is losing elements of her      
own ability to Control her situation and she is experiencing being    
increasingly Controlled. The results can be negative Feelings, a decrease in    
Job Satisfaction and the withdrawal of Goodwill . I perceived this situation      
to be influenced by Economic Situation. This theme is developed       
throughout the thesis. Teachers frequently use Humour to describe their 
situation as in 'Ask me to do five hundred and fifty things to help this      
person get Principal somewhere'. Sue uses exaggeration as a tool. She is  
smiling when she says this and the other teachers in the focus group smile 
while she is talking. 
The focus groups were video recorded and I took into account the non      
verbal cues when I did the coding for the themes. Placing extracts into     
several appropriate codes at the same time meant that at the end of the   
process I was able to see the relative importance of each of the codes by the 
sheer volume of the pages which were printed out under each heading. The 
largest codes provided me with the basis for theoretical coding and several 
chapters of this thesis.9 
                                                 
9 A difficulty with this process was that an extract could be used more than once. This in fact 
did happen several times and I had to make a judgement as to the most appropriate placement. 
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The sample extract I have elaborated upon also illustrates the core category     
of the thesis, namely the difficulty teachers experience in trying to maintain 
their professional ideology (as demonstrated by Sue loving being in the 
classroom and clearly defining that as her professional role) but finding that 
doing their job hampered by the demands of senior staff who take up           
their time with activities which they do not consider to be professional. Sue 
demonstrates that teachers are reluctant to give up their professional     
ideology and yet find themselves constrained to accommodate the emergent 
managerial ideology which, I will argue, has its basis in economic rationality.  
When I actually selected and named the themes in my thesis, I was aware     
that I was doing what Erikson (1996 : 1) called 'Adam's Task'. I am implying 
that I know the nature of that which I name. The fact of naming a theme    
means that I have to locate that theme in the thesis. However, as the       analogy 
of the rhizome suggests, that theme can be present in several other themes and 
can also be related and influential on yet other themes. The        very process of 
selecting and naming a theme can subtly alter the process of  the thesis.  
3.3.3 Theoretical coding 
My research, framed in grounded theory, uses constant iteration to provide   
the themes to examine the meanings of change for teachers. The        
substantive coding forms the basis for theoretical codings. Glaser (1978 : 72) 
explains that theoretical coding allows us to 'conceptualise how the   
substantive codes may relate to each other as hypotheses to be integrated     
into a theory'. The teachers' voices provide both the nodes of agreement        
and the strands of interrelationship. 
I colour coded the topics into hard copy and used the walls of my study to 
further analyse, diagram, map, link and combine the topics into the  
substantive chapters which follow:- 
Change and Administration 
Control  
Behavioural Studies 
Stress;  
Workload. 
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Students 
Conflicting Ideology (Core Category) 
The core category to emerge from my grounded theory was the imperative    
for teachers to maintain their professional ideology while at the same time 
accommodating to the managerial ideology of the administration.  The 
elaboration of this core category forms part of the conclusion of my thesis:  
Chapter 10 Conflicting Ideologies: Economic Rationalism and Teacher 
Professionalism. 
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These main themes are interconnected by subsidiary themes. The     
connections are endless so the diagram demonstrates just a selection of the 
possible interrelationships. It will be seen, for example, that Feelings are   coded 
near Administration and Stress, this is because they are the major categories 
where feelings are important. However, teachers also      demonstrate feelings 
about Students, Control, Workload and the subjects    they teach, Behavioural 
Studies. 
Chapter 2 uses the metaphor of the rhizome to locate the thesis in a        
complex theoretical framework. I also want to use this metaphor to locate      
the theoretical coding of my thesis. I started with forty two substantive codes 
and through grounded theory have produced seven theoretical codes     
through the interaction and intersection of the substantive codes. This is      
very like the patterning of rhizomes as they spread, interrelate, interact and 
become nodes which generate an interrelated density.  
Analysing the stories of these teachers together with my own experience, 
reading extensively in the area, and thinking deeply about the issues has 
enabled me to make several arguments as to the effects of change on the 
teachers in my study and the students they teach.  
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3.4 MEMBER CHECKS 
To test if the results of my analysis were authentic, if they truly represented   
the teachers' voices, I presented a preliminary analysis of the data to groups    
of Behavioural Studies teachers throughout the state for their comments.       
My purpose in doing these 'member checks' (Fine 1994 : 44) is similar to        
that of King (1978) who, when conducting his research into the definition of   
the situation held by infant teachers, asked them to comment on his 
interpretation. As Patti Lather (1991 : 91) points out, the relations among the 
teachers allowed them to 'mediate the construction of knowledge'. I was                     
not asking the teachers to conduct my research for me but, rather, to check     
my interpretations and representations against theirs. It is essential that       they 
maintain the power to have their authentic voices heard. 
The voices of the twenty teachers are coalesced in this thesis in which I am 
speaking for Behavioural Studies teachers in Tasmania. Therefore the    
member checks were conducted on most teachers of Behavioural Studies in 
1996. In the intervening period between the data gathering in late 1994 and   the 
member checks in early 1996 there had been a change of teachers. Some     of 
the 1994 teachers had left teaching, retired, taken voluntary redundancy      or 
been reassigned to different subjects or different schools. By 1996, many schools 
in the Catholic system no longer taught grades 11 and 12 because of  the 
opening of a new Catholic Senior Secondary College in Hobart and this meant a 
reduction in the overall numbers of Behavioural Studies teachers   from the 
Catholic system. My member checks were conducted on teachers currently 
teaching Behavioural Studies subjects. 
I attended the Tasmanian Secondary Assessment Board meeting in 1996. I 
talked briefly to teachers teaching the pre-tertiary Behavioural Studies     
subject and had more discussion with teachers (often the same teachers)       
who met later in the day in smaller groups to discuss the non pretertiary 
subjects such as the Child Development subjects and Human Interactions. 
All teachers had access to a document entitled 'The Meaning of Change for 
Teachers of Behavioural Studies Subjects in Tasmania 1984-1994' (This 
document can be seen in full in the appendix). In the paper I outlined my 
findings and requested their comments. The results of the member checks, 
where there was some disagreement, or some additional discussion, are 
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discussed in the relevant chapters (see especially Chapter 4 Stories of    
Systemic and Administrative Change and Chapter 8 Students in Teachers' 
Stories). Overall, however, there was a general consensus about my       
findings. Some teachers said I had accurately described their situation and 
many teachers were pleased that their opinions were taken seriously.    
Teachers were somewhat surprised that I had referred my findings to them. 
3.5 LIMITATIONS OF THE RESEARCH METHODS 
There are limits to the data production and analysis methods used in this 
research. Before discussing the specific limitations of the interview and       
focus group procedures, I will briefly appraise some more general       
limitations of the research by reference to issues of personal bias, 
generalisability, retrospectivity and exclusivity. 
3.5.1 Personal bias 
As a teacher of Behavioural Studies, I have been detrimentally affected by      
the changes in school and college education in Tasmania over the last ten  
years. It is inevitable that my experiences have influenced my perceptions    
and analyses. As Patti Lather (1991 : 91) asks, 'Can the voice of the researcher  
be anything but an intrusive voice? How do we include ourselves within       
the text and explore our reasons for doing the research without risking      
lapses into self indulgence?' Having myself been subject to stress it could be 
said that my analysis is biased. However, I agree with Schratz and Walker 
(1995 : 139) when they say 'Emotion is not a side effect or a pathological 
consequence of engaging in research; it is central to the project'. I am  
personally involved in this research. It was my desire to allow teachers'   voices, 
including my own, to be heard and I believe that other teachers     would be 
more likely to respond to, and share their ideas and feelings with, one of their 
own number, particularly when that person's own         vulnerability was so 
obvious. I would argue that my personal experiences enrich and extend the 
thesis  
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3.5.2 Generalisability 
The group of Behavioural Studies teachers I studied do not represent all 
teachers in Tasmania, and certainly not all teachers in Australia. They do       
not even represent those teachers who teach 16-18 year olds. Many     
qualitative researchers now question the importance of validity, reliability    
and generalisability in interpretive research. For example, Connelly and 
Clandinin (1990), Denzin (1984, 1896), Guba and Lincoln (1989) and Van 
Mannen (1988) argue that such criteria as apparency, verisimilitude and 
transferability should be considered. In my research I have endeavoured to 
follow their examples. The extensive extracts from the interviews and focus 
groups allow the reader to judge my interpretations of the meaning of the 
teachers' words and my analysis of the teachers' stories. If their stories and    
my analysis can 'strike a chord' with other teachers and educationalists, if      
my observations seem true and insightful, if my data proves to be    
illuminative to interested others, if my work encourages others to take     action, 
if policy makers take notice of these teachers’ voices I will have demonstrated 
the usefulness of my findings. 
In Tierney's (1994 : 105) terms, this might be conceived as advocating a  
'literary' stance to the research rather than a 'scientific' stance'. To argue for       
a literary stance means that we need to experience those topics and live       with 
those people we are to study rather than struggle for neutrality.' 
Hargreaves (1996 : 13) may say I have studied 'kindred spirits, to reveal 
reflected and refracted images of myself'. He cautions against 'these selected 
few becoming part of the 'generalized other''. Hargreaves notes that   
sometimes researchers choose teachers who are progressive, caring and 
humanitarian and then generalise to teachers as a whole. My research   
certainly does portray teachers as generally professional and caring.    
However, I have recorded their responses 'warts and all' so, for example, we 
hear from the female teacher who says one good thing about the increased 
workload is that teachers have 'less time to bitch'. 
In retrospect, I believe my research was consistent with two of Hargreaves' 
(1996 : 16-17) recommendations as quoted below (italics in the original):  
• 'Hear and study the voices of teachers across a range of teaching contexts'.              
As outlined at the beginning of this chapter, the teachers in this study were 
male and female, from large and small schools and colleges, from all parts       
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of the state, from private, Catholic and state schools and colleges. They     
taught a wide range of subjects in Behavioural Studies and many of them     
also taught other subjects outside Behavioural Studies, 
• 'Hear and study the voices of marginalized and disaffected teachers whose 
perspectives may threaten or challenge your own'. I am a disaffected teacher 
although when I started the research I little thought that other teachers’     
depth of dissatisfaction would be so great. 
3.5.3 Retrospectivity and exclusivity 
My research is limited by its retrospectivity, a difficulty which also faced 
Hargreaves (1994: 136) who writes 'the evidence of this study is that of  
reported and retrospective evidence rather than evidence which has been 
collected longitudinally'. Some of the reactions of teachers might be because    
in the last ten years they have become ten years older! However, for much       
of the decade in question, I was a teacher in the colleges, as were most of my 
respondents, and to that extent they, and I, may be in a better position to 
represent the changing perceptions of the changing situation than others. In 
any case, whilst a longitudinal study over ten years may have been 
informative, none was undertaken.10 
I acknowledge that Ball (1993 : 13) has a point when he says that there is also 
the possibility that teachers and the researcher are in 'danger of idealising      
the past and portraying a situation in which teachers once had autonomy     and 
now do not. ' 
It would be foolish to suggest that all of the findings of this research can be 
explained or understood by direct reference to an economic rationalist 
ideology. Other influences such as the rise in uncertainty because of      
differing societal values, changing expectations on the part of students and 
changes in perceptions of the teacher as a professional may have little direct 
connection with economic rationalism. The rhizomic analysis and        
metaphor which runs throughout this thesis denies both the possibility and 
desirability of any single, simple explanation. 
 
                                                 
10In many cases, the desirability of conducting a longitudinal study only arises in retrospect  
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3.5.4 Limitations of the interview  
The fact that I was already acquainted with most of the teachers in this study 
could be seen as both a strength and a limitation of the research. Because I    
was familiar with their situation, the teachers could use me therapeutically   
and as a 'safe' means of letting off steam. I have tried to take that into account 
in interpreting their responses. It could equally be argued that teachers could 
have deliberately minimised the effects of change in order to hide their self-
perceived weakness at not being able to cope with change.  
In terms of questions in the interview, the first question, 'What keeps you 
awake at night?' could have provided a 'set' for negative thoughts.        
However the second question in some sense balances this by asking: 'What 
about your job gives you satisfaction?' 
Most of the responses in the interview were triggered by the use of 'flash    
cards' with a few words, for example 'workload'. This one word flashcard 
allowed them to focus on the issue without the presumptive suggestion 
implied by questions such as 'Has your workload increased/decreased in the 
last ten years?' Similarly, the card stating 'satisfying the needs of all       
students' does not ask 'Now you have all ability levels, including students   
with learning difficulties, how do you satisfy the needs of all the students?' 
Again 'student' does not say 'Now that class sizes are larger; and you have       
to teach more classes; how does this affect student teacher interaction?' 
Teachers were asked to provide their immediate thoughts when they saw      
the cards. Later they were able to select the cards they wished to talk about in 
more detail. This allowed teachers some degree of control of the interview. 
3.5.5 Limitations of the focus groups 
An interviewer influences a focus group by both the specific questions asked 
and by non-verbal cues. The question selected - How have things changed     
for you as a teacher over the last ten years? - was intended to be as non 
threatening and non-judgemental as possible. 
Stewart and Shamdasani (1990 : 16-17) suggest the following as limitations      
of focus groups (their words are in italics) 
1. Small numbers limit generalisation. 
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This is not just an issue for focus groups but for all qualitative research- 
authenticity rather than representativeness is sought in qualitative        research. 
2. Those who agree to take part may be a special group. 
This is the case here, since all of the participants were Behavioural Studies 
teachers who voluntarily, and without payment, gave up their time to take  
part in an interview or a focus group. They are therefore likely to be more 
altruistic and obliging members of the whole group of Behavioural Studies 
teachers. They may be the more 'professional' teachers. 
3. Interaction with the researcher and others may mean participants do not               
give an independent opinion from the group. Also the group may be                
dominated by a biased or opinionated member and more reserved                  
participants may be hesitant to talk. 
I was aware of this problem when I conducted the focus groups and tried, by 
manipulating the seating, to place the more talkative teachers beside me        
and the less talkative within easy eye contact. I introduced the group by    
asking them to give their first name and a brief history of the subjects they     
had taught to 'break the ice'. I was not, however, concerned with obtaining     
the same amount of information from each teacher. Teachers were free to 
contribute to the focus groups, or, if they so chose, they could sit and listen. I 
endeavoured to produce a focus group climate which was relaxed and open.    
I, apart from the opening question, did not know where their discussions 
would lead. I wanted the groups as a whole to feel free to discuss any area 
which seemed relevant to them.  
4. The 'live' nature of the interaction may result in the researcher placing            
greater faith in the findings than is actually warranted...There is a certain      
credibility attached to the opinions of a live respondent that is often not                
present in statistical summaries. 
This is certainly the case in this research but the usual methods of analysing 
qualitative data take account of this issue. There is a greater degree of    
richness in 'live' comments that is missing from processed statistical 
summaries. It can therefore be argued that my interpretations are warranted 
and justified by reference to the evidence of the teachers' stories. 
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5. Because questions are open ended sometimes it is difficult to summarise                
and interpret results. 
I did not find it at all difficult to interpret results. There was a mass of 
information to be analysed but I found it fascinating and my method of   
coding it into several themes and exploring interconnections was revealing. 
The data is certainly rich and complex, but the themes emerged clearly. 
6. The operator may bias results by knowingly or unknowingly providing                
cues about what types of responses and answers are desirable. 
There is certainly the possibility that I appeared more interested in some    
issues than others. To balance this, however, we are talking of groups of 
teachers who, as a whole are able to make their own thoughts and feelings  
very clear and who are articulate and well able to take part in theoretical 
discussion. In one focus group, the first question asked was 'What is this 
research really about? Is it a Milgram?' (Milgram (1963) did a classic study on 
obedience).s This response suggests that these were sophisticated groups, with 
many of the participants having backgrounds in psychology and sociology.  
The focus group reduces the power of the interviewer to influence the      
group. This is in itself a very interesting research issue. I was, in effect,     
gaining information from a group with considerable expertise in social  
research and in social issues. 
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CHAPTER FOUR : STORIES OF SYSTEMIC AND 
ADMINISTRATIVE CHANGE 
 INTRODUCTION 
Marceau (in Rees and Rodley (eds) 1995 : 116) points out the link between 
managerialism and economic rationalism when she says, 'Managerialism is   
the organisational equivalent of economic rationalism and seeks to apply       
the same rather limited notions of allocative efficiency and policy  
effectiveness'. This chapter contrasts the 
managerialist rhetoric of the systemic administrators with             teachers' 
stories of their perceived realities  
Chapter 9 Conflicting Ideologies: Economic Rationalism and Teacher 
Professionalism deals in depth with the conflicting ideologies which     
underpin many of the action of managers and teachers. In this chapter I 
concentrate on what teachers perceive as managerial rhetoric as opposed         
to their own reality. Collins (1991 138) has pointed to the danger that system 
administrators will 'become trapped within managerial fantasies and 
ideologies' and lose sight of 'chalk-face reality'. In this chapter, I call the 
'fantasies and ideologies' of the management 'rhetoric' and I use the term 
'reality' to describe the perceived 'chalk face reality' of the teachers in this 
research. In this later chapters, I associate the 'fantasies and ideologies' of 
managers with the ideology of economic rationalism and the 'chalk face   
reality' with the professional teacher ideology. The management and the 
teachers have differing discourses (see Figure 5). 
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 Figure 5: Competing Discourses: Economic Rationalism and Teacher 
Professionalism 
Economic 
Rationalist 
Ideology
Teacher 
Professional 
Ideology
Justification "managerialist 
fantasies and ideologies"
Teacher's explanations 
in terms of "chalk face 
realities"
• Changed 
administrative practices 
 
• Reduced resources 
 
 
• Perceived effects on 
teachers' workload 
 
• Control 
 
• Changed student 
teacher relationships 
 
• Changed curriculum 
STRESS
RHETORIC REALITY
 
The changed administrative practices have profound effects on the teachers     
in this research, some of which are discussed in greater detail in subsequent 
chapters. This chapter is concerned with how the teachers in this research    
now view their administrators. 
'Administration' must be seen in context. Generally, when teachers talk of    
their administration they are referring the principal, assistant principals        
and sometimes Advanced Skills Teacher 3s (AST3s). I call this      
administration the school administration. Teachers in this research       
generally call these positions 'the administration', rather than        
'management'. Teachers are aware that these senior staff are only carrying out 
the requirements of the Education Department which I call the system 
administration. Therefore the 'administration' can sometimes include 
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superintendents and others from the Education Department. Teachers also 
sometimes include the Senior Secondary College Assessment Board, 
(previously the Schools Board) in their description of administration.  
Teachers in this research are often critical of administrators. They delight in 
pointing out their 'fantasies and ideologies' and in telling how they        
perceive the situation. They give many examples of how the 'fantasies and 
ideologies' which I will call the 'rhetoric' compares with teachers' 
understandings, which I will call 'reality'. I accept that both administrators   
and teachers produce 'rhetoric' and experience them as their own versions       
of 'reality' and I accept that I am privileging the teachers' realities. In this 
chapter, I use what Atkinson (1995 : 122) calls the 'devices of contrastive 
rhetoric'. Contrastive rhetoric is a device to highlight and contrast differing 
viewpoints. It is a somewhat simplistic but powerful method of    
distinguishing between the competing ideologies of management and   
teachers.  
The rhetoric is of improved managerialism and cost saving. For many    
teachers in this research the reality is a reduced ability to teach well and a 
decline in the quality of their interactions with students. Subsequent      
chapters examine this rhetoric and reality further. The rhetoric of improved 
education becomes the reality, for the teachers in this research, of more    
control of teachers. The rhetoric of less authoritarianism becomes, for these 
teachers, the reality of more accountability. The rhetoric of a more  
economically responsible education system becomes the reality of increased 
workload for these teachers who feel they have to work harder, not smarter 
(see Chapter 7 Workload Stories). The rhetoric of a more efficient system 
becomes a system where the students are the last people to be considered     
(see Chapter 8 Students in Teachers' Stories). The effects of changes in 
workload, control, subject and relationships with students cause increased 
teacher stress. See Chapter 9 Stories of Teacher Stress.  Stress is a second     
order consequence, a reaction to changes in workload, interaction with 
students, feelings of conflict, uncertainty and powerlessness.  
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4.1 CHANGE 
Fullen and Stiefelbauer (1991 : 345) write that 'Change is everywhere,            
progress is not'. Teachers do not necessarily want to limit change but they      do 
want the changes to improve the situation for themselves and their students. I 
found, as did Dinham and Scott (1996 : vii), that it was the imposition and the 
management of change that was problematic. 
The major changes in system administration that have impacted on these 
teachers have been: 
1. Change in the administrative structure. 
2. Change in the curriculum and the assessment of learning. 
3. Change in the terms of employment; specifically the operation of 
involuntary transfer and promotion. 
4. Change in working conditions; specifically the introduction of the idea 
of multi-skilling and an increase in workload. 
5 Change in gender issues. 
 In addition, the system wide policy on gender equity will be examined in  
some detail as it throws into sharp relief the disjunction between rhetoric      
and perceived reality. 
4.1.1 Change in administration 
Thses teachers generally favour reduced administration and would      
generally support the idea of a 'flatter' administrative structure. They knew     
of the findings of the Cresap Report (1990 : 3) which found that Tasmania     
had almost twice the national level of out of school staff. Generally teachers  
felt that there were too many out of school staff and they do not know, or 
concern themselves with, what many of these out of school staff did and        
felt they had little support from the various agencies associated with the 
Education Department. However, the rationalisation, as it affected the    
schools, was one which reduced the overall number of heads of subject 
departments. The Education Department has reduced administration by 
removing the position of Senior Master or Mistress (SM) of a subject and 
replacing them with fewer Advanced Skills Teacher level 3 (AST3)       
positions. The new AST3s were seen as senior managers. The reality of 
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abolishing heads of subjects is that the 'buffer' between the teachers and the 
principal has been withdrawn. Teachers in this research now report to      
AST3s who are no longer necessarily long-standing teachers of subjects.     
These AST3s have responsibility for several subjects and/or can be   
responsible for a cross-college administrative area. Appointments to AST3     
are based on administrative rather than teaching criteria. Teachers are 
appointed to these positions on the basis of their management potential and 
their teaching ability and relationships with students are taken as given. It is 
presumed they are good teachers. For promotion they have to show    
initiatives in management. The perception is increasing that subjects are         
not as important because there are no specific subject heads and AST3s are 
responsible for several subjects and for cross college activities. These cross- 
college activities are seen as increasing in importance while subjects are       
seen as declining in importance. Redican (in Ozga 1988 : 155) observes the 
effects of reducing the power of heads of subjects; subject knowledge is 
devalued and there is a reduction in the 'psychic rewards gained from 
classroom success for those teachers'. Some cross college responsibilities 
include:-student services, computer services, student activities/recreation, 
community education, school liaison, student administration, resource 
management, professional development, financial management,        
curriculum, marketing and publicity. It is interesting in that these cross-  
college activities are often listed and mentioned first when describing the 
portfolios of AST3 teachers. Previously these cross college activities were 
carried out by SMs and APs (assistant principals) and sometimes teachers on 
release from some classroom teaching duties but they were not considered      
as important as teaching subjects to students. Rather they were seen as 
activities to support the primary activity of teaching. However, with    
increased workloads (see Chapter 7 Workload Stories), teachers became     
more reluctant to carry out non teaching activities and therefore they      
became incorporated into the job descriptions of AST3s. As management 
structures are no longer closely related to responsibility for subject areas, so 
teachers are now more likely to deal directly with the administration of colleges 
rather than with subject senior colleagues, thus increasing the      chance of 
developing what Ball (1990 : 97) calls an 'us and them'        orientation.  
RUTH :   Us and them, unfortunately. 
CE :    So even in the colleges where you feel the administration will 
support you there is still an us and them? 
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RUTH :   I think so to a certain extent. 
BRIAN :   More than in the past and that has partly got to do with the 
way that teachers have picked up a fourth line1, but AST3s haven't 
always picked up a third line. (FG1. 51.11)  
4.1.2 Changing curriculum and assessment 
The rhetoric is one of serving the clients. The perceived reality is that   decisions 
are made for administrative expediency. For example, the number    of subjects 
and the level of difficulty of those subjects used to be an academic decision for 
the benefit of the individual student. This is no longer the case: 
CE :    How does the change in year 11 and 12 work out? You know, it 
used to be that if you were bright you did pre-tertiary subjects in year   
11 and now there is a limit, usually, to how many pre-tertiaries you      do 
in grade 11. How is that working out? 
BRIAN :   In the beginning we were counselling kids heavily away    
from pre-tertiary in grade 11, but we have relaxed, well the uni matric 
regulations allow kids to do more than one pre tertiary subject     
anyway. so quite often the very able students are doing three or even 
four in grade 11. 
ROS :   Yes and I'm finding, because we are doing enrolments now,      
I'm finding that kids who are planning on doing medicine now are 
probably doing a night pre-tertiary as well. (FG1. 36. 27) 
4.1.3 Curriculum is influenced by funding 
The rhetoric is that the colleges provide education for all students. The     reality 
is that economic and managerial decisions drive the curriculum.     When 
teachers were paid for the number of students they had in college      then the 
number of courses the average student could study was four. Now that 
payment is made on the number of hours taught the average student studies 
five subjects or their equivalent. Teachers now tell students that decisions are 
made according to staffing requirements and this might be, as Joan (below) 
suggests, one reason for decreased commitment from the  students (see also 
Chapter 8 Students in Teachers' Stories): 
                                                 
1 A line is one class of students for a week. It should be five hours of teaching. Teachers taught 
three lines and then had three hours other contact with students for pastoral care, sport and 
recreation. This has now increased for most teachers to four lines with pastoral care and sport 
and recreation. 
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CE :    Yes, that is the other thing. At one time it was normal to do five 
subjects and now it is four subjects? 
ROS :   No not for us, we are trying to enrol at 750 (hours) minimum   
now per year. if not more.  
JILL :    That is ours now. 
BRIAN :   The funding has switched again last week, it was based on 
number of students, now it is number of hours. 
ROS :   We have some students doing 900 hours . 
JILL:   See you have got Cs Bs and As.2 
BRIAN :   So it is quite a shambles really, in that students are being 
counselled quite radically between one year or other on how many 
subjects to do based entirely on the way the funding operates, not    
really at all a kind of educational decision for students. 
JOAN :   The focus has changed hasn't it? Money and centralised       
what looks good, away from what kids, from what is really going to 
benefit students, and I think they know they have been short       
changed; don't think they have got the commit..., that might be 
something to do with their lack of commitment as well.  
ROS :   We explain to them too, we require you to do so many hours 
because it fits our staffing.  
JILL, RUTH and BRIAN:   Yes. 
RUTH :    And it certainly went the other way this year, you can't do X 
and Y because we haven't got the staff to cover it. Like a lot of the 
humanities things, Studies in Religion and World Literature and  Ancient 
Civs those humanities things, just went down the tubes    because we 
didn't have the staff. (FG1 39.00) 
4.1.4 The Tasmanian Certificate of Education (TCE) 
Chapter 8 Students in Teachers’ Stories looks in more detail at the effect of     
the TCE on students. This chapter is concerned with the rhetoric and reality    
of the TCE for teachers. 
                                                 
2  C courses are 150 hours, B courses are 100 hours and A courses are 50 hours. So although C 
courses run throughout the year A and B courses can start and finish at different times. For 
example it is possible to have a 'fat B' which is completed in half a year whilst a 'thin B'          
will take the whole year to complete. 
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The Tasmanian Certificate in Education is one of the numerous changes 
introduced during the ten years 1984-1994. 
MICHAEL :   Change from HSC to TCE. My attitude, it is simply  
another one of those copied experiments from overseas and it is an     
idea that arrived at exactly the wrong time with educational budgets 
declining rapidly and that was obvious to everyone five years ago. It   
was no time to organise a scheme which is phenomenally expensive, 
which is extremely demanding of teachers' time into an education 
system that was looking at poverty in the future.  
The TCE has been introduced at a time of a national push for increased 
retention rates. The reasons for retention rates being increased are open to 
debate. The mission statement of the Department of Education and the Arts 
(1994 : 4) is to provide the Tasmanian community with high quality 
educational, youth and cultural services so that young people can develop       
in all aspects of their social, intellectual, physical, emotional and moral life.       
It also refers to the expectation that young people will make a contribution      
to the economic and social life of the state. Cynical teachers at the time    
pointed out that increased retention rates would also help the     
unemployment figures3. As Collins (1991 : 137) writes: 
From the outside, much of what has already happened looks like the 
achievement of a national schooling retention target. On the inside, in many 
places (not all) it looks like a herding operation of the most manipulative 
kind in which those to whom the dole has been refused must have their 
attendance at a place of incarceration recorded in order to receive the 
financial means to survive.  
At this time of increased retention it was necessary to change the ideology of 
the Matriculation Colleges. Their names were changed. The 'Matriculation'      
in their title was dropped as the majority of students did not, in fact. 
matriculate.4 
The result of increased retention has led to the necessity of a review of the 
curriculum; a 'watered down' academic curriculum was not suitable for 
divergent ability levels. However, curriculum policy was not left to teachers   
or other educationalists. As Kaye Johnson (1992 : 36) points out: 
                                                 
3 Students are required to attend college to receive Austudy, a government means tested 
allowance for full time students  
4  Matriculation was the term given to obtaining the requirements for university entrance 
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There is particular concern that the Chairpersons of both the Finn        
and Mayer Committees are from business, and that there are no   
teachers on the former, and they were only included on the latter       
after considerable pressure by the unions. 
The reality is that educationalists, including teachers, have lost much of the 
power to manage the curriculum. (However Chapter 6 Histories of  
Behavioural Studies Subjects points to the paradox of the increased power 
which teachers in Tasmania have to write their own syllabuses). 
Education is a state responsibility and the state had a Liberal government for 
most of the time from 1982 to the present day.5 During this time, education    
has been the object of funding cuts and rationalisation. Both the Labor and    the 
Liberal Parties have supported the ideology of economic rationalism for 
education. Both parties want to reduce the cost of education to the government. 
4.1.5 Implementation and evaluation of the Tasmanian 
Certificate of Education. (TCE) 
The Tasmanian Certificate of Education (TCE) was modelled on the      
Victorian Certificate of Education (VCE). There is disquiet amongst the  
teachers in this research about both the implementation and the evaluation      
of the TCE 
JO :   It hasn't even been implemented! I mean that seriously. Well if   
you look at, if you give a comparison of the VCE for example. Now 
whatever you think about the VCE in terms of implementation of a major 
education initiative they did it about ninety thousand percent better than 
we have ever even got close to, I mean, they brought TCE here on a shoe-
string budget, in fact less than a shoe- string, half a    shoe-string budget 
and consequently all the sort of problems we are having with it I think 
are largely related to totally inadequate  resourcing. Whatever those 
resources have been. 
SARA :   Yes that is quite right. I think they have recognised that as well. 
JO :    They would be too scared to evaluate it because they know damn 
well what it is like6 (FG2 21.22) 
JO :   Which comes back to the same thing, implementation. VCE was set 
up with money, resources, all their courses, I mean they have             
                                                 
5 1982-1989 Liberal; 1989-1992 Labour/Green Accord; 1992-present day Liberal. 
6  The implementation of the VCE has been evaluated by Northfield & Winter (1993). 
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these books that, they release teachers to write textbooks for the    
courses and all this stuff and we just look at it and go. Oh! We would    
be in heaven with this stuff. All the programs laid out there; all the  
CATs (Common Assessment Tasks) organised! 
SARA :   But also the thing about the VCE was, they started at year 11 
and 12 . What happened here was we started in year 9/ 10. There was 
money for 9/107 There was plenty of money for 9, 10; they had a lot of 
staff development and when it got to 11/12 it ran out and I mean they 
have said that and they recognise it and I mean I suppose if we had 
started at the other end it might have worked better but I mean, that       
is the difference between the VCE and the TCE. 
JO :   They haven't done anything about it though. 
SARA :   No, they haven't done anything about it. I am not defending 
them. (FG2 45.19) 
In several instances, teachers are quick to point out that although they 
understand the circumstances which have contributed to a situation, they      
are not defending the system administration. This is telling and underpins     
the 'us and them' situation which is unfortunately part of the relationship 
between teachers and the system and school administration. 
The Education Department reviewed the syllabuses of the TCE in June 1996 
(Tasmanian DEA 1994 : 13). It is important to note that this is a review of        
the written syllabuses, not a review of the TCE as a whole. These teachers     
feel that the under researching makes it difficult to distinguish reality from    
the rhetoric of the TCE although they may support the ideology of TCE. 
JO :   I know what you mean, I think there are some kids you know     
you scratch around trying to find something to give them but I can     
also see from the point of view of where their original philosophy       
was that rather than not allowing them to fail, it was reward what     
their achievement is and I think that those are two different things,      
but have, been very, I am trying to think of a nice word, have been     
very messed around with and adulterated in a way that was never 
intended. I mean to not let people accept the responsibility or 
consequences of their actions is one thing. To be able to reward people 
for whatever achievement they make regardless of the standard of     
that. I think is a fair thing. I mean there are, you do get kids that have 
very limited capacity but try and try and try and you want to give     
those kids reward for their effort. 
                                                 
7 See Ch 6 Histories of Behavioural Studies Subjects for an account of a proposal to abolish 
moderation and certification for grades nine and ten. 
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SUE :   And there is a course for them so they should be in that course. 
JO: The fact that is of a fairly low standard, well low by whose   
standard? Like our special ed (special education students) kids in Intro    
I mean they get to 715 and I mean they're king of the mountains and   
they have come so far from where they started from. Where they       
were and where they end up, it is just terrific to see the development,  
but there are some kids who just do bugger all.  
SARA :   Yes exactly. 
JO :   and still think they are going to do 715 because it is some sort of 
consolation prize. 
SUE :   That is right! 
SARA :   Yes, that is the dilemma. 
JO :   And I think 'No you are not going to get [it] just by virtue of      
your name being enrolled on the course'. 
SUE :   But they do, they do!8 
JO :   Courses, neighbouring syllabuses should not be treated as     
Mickey Mouse prizes or consolation prizes. (FG2 21.22) 
These teachers are explaining the reality of an ideology which says that all 
students should be rewarded for what they can do. They would agree with  
that sentiment, but the reality is that some students do little work and are 
'evaluated on the neighbour'. All subjects have a number, the higher the 
number the higher the difficulty. Some subjects are designated 'pretertiary'   
and they are the highest level. All subjects have a neighbouring, less       
difficult subject. If a student fails to reach the standard required they are 
assessed on the neighbour, thus making it difficult to fail outright (see   
Chapter 6 Histories of Behavioural Studies Subjects for a more detailed 
explanation). The ideology is that the abilities of all students should be 
celebrated. The following discussion highlights some of the difficulties with 
enacting this ideology: 
SUE :   That is the other thing wrong with the TCE, they don't allow      
the kids to fail enough, as in:- if you can not be assessed here, they      
will give you know like a compensatory prize. 
NANCY :   That is the whole philosophy of it. 
                                                 
8 Hargreaves (1994 : 124) also reports teachers discussing this problem of students not failing.  
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SUE :   There seems a big focus not to let them fail, whereas I learnt  
more when I failed than I did when I ever- 
NANCY :   But then you were a successful student. 
SUE :   I don't know if you would say that. 
NANCY :   Well you must be to be here now, you must have been to     
be here now. Whereas the philosophy of the TCE is that they all have     
to succeed at some level. 
SUE :   But life isn't like that!  
NANCY :   Oh that is not my argument, that is the argument of the TCE. 
SUE :   Yes I know, but that is what I am saying, if you don't let them   
fail and to know it is okay to fail and to learn more about yourself    
when you fail and know what you can do. Most people fail because   
they haven't put in, not because it wasn't suited. 
JO :   But that depends if you have got people in the right places and      
in the right and in the right courses. 
SUE :   That's right. 
JO :   I mean some kids try their little hearts out and they just can't do    
it. It is beyond their capacity. 
SUE :   Then they should not be there. 
JO :   I know, but good grief that could apply to half our Behavioural 
Studies classes! 
SUE :   That is right. 
JO :   I mean we have kids, in English this year I had a couple of kids. 
SUE :   But shouldn't you not let them show that they can't do it? 
JO :   No, I don't see any point in that. 
SUE :   You don't think you should say 'You can't do this?' 
JO :   No they shouldn't have been there. 
SUE :   But they still think they can to a certain degree because you    
have just given them the neighbouring syllabus. So they will never  
really know. 
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JO :   These kids were not even capable of getting the neighbouring 
syllabus. They were in the wrong course. They should not have been 
there. 
SUE :   My point is just that!  
JO :   They should have been counselled into a course that was 
appropriate to their ability. (FG2 19.28)  
The underlying problem is that, with increased retention, the       administration 
has to provide courses which are relevant to the abilities of     the students. 
These students include 'special needs' students who were previously in special 
schools. The real failure here is that the students have been counselled into the 
wrong courses. In at least one college that I know      of, in the early eighties, the 
senior staff did all the course allocation. Given    that students are only in 
college for two years, their allocation is crucial and   can be affected by 
erroneous reports from their feeder schools. Today enrolment is far more 
complex with many different subject levels and A, B   and C courses. In most of 
the colleges all staff are involved in enrolling for     the subjects they teach. 
Consequently, even though some teachers       undertake special training to 
counsel students into appropriate courses, students may be inappropriately 
enrolled. 
4.1.6 The unintended consequences of the TCE 
Teachers in colleges find it difficult to understand the intricacies of the TCE  
and thus feel that there is even more confusion among parents and    
employers. 
SUE :    And the people out in the community don't understand. 
SARA :   No they don't. 
CE :   Employers as well of course? 
JO :   Oh heavens no! 
SUE :   They have no idea, so you have got all these kids who are      
really quite cunning, who are getting an SA (Satisfactory     
Achievement) at the higher neighbour, say in Intro and they will say 
'Oh will you assess me at the neighbouring syllabus?' So they will     
come out with say an OA (Outstanding Achievement) or HA (High 
Achievement) and the people will say  
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'Oh this one has an HA in one of their subjects while this one only        
has an SA in theirs!' So they know that they'll get that. 
NANCY :   That is if they know what a SA and a HA are. 
JO :   And the only difference on the paper is that one says BH 716 and 
the other says BH 715. 
SUE :   And they don't know that there is a you know? 
SARA :   Supplementary. 
SUE :   For those who didn't get it. (FG2 36.44) 
In other words, some students know how to 'play the system' to the 
disadvantage of other students in a climate of the worst youth     
unemployment in Australia. The sad point is that it is doubtful that the 
administrators are even aware of the situation; teachers would perceive this 
lack of knowledge as an other example of managerial 'fantasy'.  
There are other unintended consequences of the TCE, other realities as 
perceived by the teachers. For example, as a result of the emphasis on those 
students who do not intend to go to university, time and attention has been 
devoted to these students and their educational requirements to the 
disadvantage of more academically inclined students. The results of the 
Tasmanian Certificate of Education (TCE) for 1996 show that of the twenty   
two students scoring the maximum 100 points only three were from state 
schools. When the numbers of students in each system are taken into     
account- in 1994 there were 6,652 students in years 11 and 12 in state schools 
and 2,436 in non government schools (Rogers 1996 : 115), then these figures 
have serious repercussions in terms of life chances and social inequality. To 
some extent this concentration on the majority of students who will not    
attend university is completely understandable and is justified. However, in   
an attempt to accommodate these students, there is the risk that the more 
academic students are marginalised. Certainly, as far as the teachers are 
concerned, to be called an 'academic' teacher is now a derogatory term      
which implies lacking the ability to accommodate teaching to suit all    
students.  
Also, in a system designed to celebrate what all students can achieve rather 
than failing some students who can not achieve the required standards,      
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some teachers in this research report that the TCE restrains creativity and 
encourages conformity. 
JO :   And that's it too, I mean TCE has done nothing for creativity in 
terms of rewarding it 
CE :   It hasn't? 
SUE :   It was meant to but it doesn't. 
CE :   But the theory is that is does, but it hasn't? 
JO :   No I don't think so.  
SUE :   Not in our area. 
JO :   In fact I have had situations where I have had conversations      with 
kids saying 'This is brilliant, but if you do this in the exam you    will fail'. 
SUE :   The other thing with TCE is I have found coming through is      
for some strange reason I have found coming through we have to       
give them the direction. Have you found that? There are not many of 
them... They need to be told all the time. they sit there; there is no 
initiative to do anything. Unless they are told to do it and it has to be 
step by step. 
JO :   All the way along though. 
NANCY (private school teacher) :    Do you mean with tasks when      
you give them tasks?  
JO :   With anything. They just sit there, they are nice and placid and   
they just sit there. Well once upon a time the kids would be doing all 
these other things. (FG1 16.47 ) 
It may also be that the learnt behaviour of students in the high schools and 
other classes in college is carried over into the Behavioural Studies classes.    
The reasons for this desire, by some teachers, to keep the students passive   
may be a control response to the increased retention rates (this reaction of 
students is further discussed in Chapter 8 Students in Teachers’ Stories). 
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write, communicate, effectively, is not an essential criteria. They      can get 
an HA by passing all the other criteria very well, so   investigating, 
everything else apart from communication, they could   get As on. They just 
might not be able to write it very well, and they    can get an HA, so that is 
just a small, it bore no resemblance on the teachers in high schools or 
anything else it is the way the syllabus has been written. (FG2 32.51) 
Before the introduction of TCE, it is unlikely that teachers would or could have 
given high marks to somebody who was functionally illiterate. 
4.1.7 TCE assessment 
With the TCE has come a form of assessment called Criterion Based 
Assessment (CBA). All subjects have to use CBA as their assessment      
method. The exact nature, or criteria, are different for each level of a        
subject. Teachers are required to mark according to the criteria laid down for 
their subject and level9. 
CBA, as a form of criterion referenced assessment, has a long history in 
education. It provides an alternative to norm referenced and self referenced 
assessment and has been used in the USA since the 1960s.10 The TCE is      
based on the Victorian VCE, and the Victorian Institute of Secondary   
Education said in discussion paper (VISE 1984 : 10) that 'all year 12 subjects 
from 1987, VISE [should] move towards approaches to assessment which are 
criteria-based, or standards-referenced, or work required'. The rationale is    
one of descriptive assessment which is 'goal based' and 'work required'     
rather than competitive. It satisfies the need for all students to be recognised  
for the work they can do, but it maybe an idealist administrative fantasy. 
Teachers often support the thinking behind CBA, since they want students      
to have their skills and achievements acknowledged. However, teachers in   
this study have experienced problems with the reality of CBA. CBA has       
been introduced without consultation with the teachers and with very little 
training so teachers are confused. They ask questions such as 'If I evaluate a 
criteria more than once, and the results are different, which result should           
I take?' Some teachers average their results, for example, if a student scores     
an 'A', 'B' and a 'C', some teachers will give a 'B' mark. Others argue that if     
the student can demonstrate 'A' level once then they should receive an 'A'        
                                                 
9  Examples of criteria are given in appendix 2at the end of the syllabus documents.  
10 See Hambleton et al (1978) and TenBrink (1974) for a more detailed discussion of the place   
of CBA as a form of assessment.  
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as the final score. The work on which the student scored an 'A' on might have             
been a fifteen minute exercise at the beginning of the course, but towards       
the end of the course she could have a 'C' or 'D' for the same criteria for a   
major piece of work (perhaps the Common Assessment Task). Some       
teachers argue that work done towards the end of the course should have  
more weight.(the problems raised by CBA are discussed further in Chapter       
5 Stories of Teachers and Control and Chapter 8 Students in Teachers'    
Stories). The policy of CBA has been introduced by the administrators but    
they have not negotiated or convinced the teachers of its appropriateness.11    In 
time, teachers adapt and accommodate to the implementation of CBA, but the 
lack of planning and consultation which accompanied its implementation as 
part of the TCE has created difficulties for teachers. 
The ideology of economic rationalism emphasises the economic value of 
education and requires that learning can be transferred to other educational 
and work situations. Many writers have explained some of the disadvantages 
of this concentration on the economic aspects of education, see for example Ball 
(1990), Dale (1989), Clark and Ramsey (1991), Hargreaves and Reynolds (1989), 
Lingard, Knight and Porter (1993), Marginson (1993) and Pusey (1991). As far 
as present day management is concerned it seems that economic has become 
synonymous with 'skills', 'criteria' and 'competencies'. The danger is that skills, 
criteria and competencies will not be seen as a useful addition to the education 
of young people, but as the main function of post compulsory education and 
this could have long lasting effects upon the quality of education in Australia. 
As Degenhardt (1989 : 99) points out: 
'Technicism' denotes a mode of thinking that restricts our understanding 
and judgement as to how we conduct our lives in general, or education 
in particular, by reducing everything to working out efficient means to 
pre-determined ends. Everything becomes a matter of achieving a 
technical fix, and no scope is allowed for reflection on either the 
worthiness of the ends pursued or the moral legitimacy of the means 
employed.  
Degenhardt is echoing Bertram Russell (quoted in NBEET 1992 : 22) who as 
early as 1930 said: 
It is one of the effects of modern higher education that it has become    
too much a training in the acquisition of certain kinds of skill, and        
                                                 
11 Hodgman (1994) has found, in a controlled experiment, that students who use CBA perform 
statistically significantly worse on problem solving and evaluation skills. 
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too little an enlargement of the mind and heart by an impartial       
survey of the world.  
Economic rationalists seem to believe that the ability to manage is    
transferable to all management situations; the ability to teach is transferable    
to all teaching situations and the competencies and skills which are      
examined by CBA are transferable to any job which requires those skills.      
This reduces the need for specialisation and differentiation, but it tends to 
homogenise management, teachers and ultimately students. These forms of 
rationalism are not supported by many teachers. They want to be treated as 
individuals and they want their subject and age group expertise recognised. 
They want to be able to see and treat their students as individuals. They      
want to care for their students and they in turn expect care from their 
principals. They want personal not just institutional interaction 
The increasingly impersonal nature of teaching is demonstrated by the new 
method of marking the TCE. The TCE has three pass ratings; Satisfactory 
Achievement (SA), High Achievement (HA) and outstanding          
Achievement (OA).  Therefore, students results are banded into three 
categories. The ideology is one of not distinguishing too closely between 
students as would be the case of numerical assessment. The reality is  
incredibly complex. Marking is done on ten criteria with internal and     
external assessments for the pre-tertiary subjects. The marks can only be 
worked out by complex algorithms12. 
The teachers in this study do, however, have increasing control over their 
subject, over writing new courses, over moderation of assessment and over   
the content of the syllabus (see Chapter 6 Histories of Behavioural Studies 
Subjects). They have to mark according to criteria, but they can suggest   
changes of criteria to the Tasmanian Secondary Assessment Board (TSAB).   
The reality is that this control has been given to the teachers for many of the 
decisions concerning the implementation of subjects because subjects 
themselves have declined in importance. This decline in the importance of 
subjects is evinced by the larger number of, predominantly non pretertiary, 
subjects (see Chapter 6 Histories of Behavioural Studies Subjects). Non 
pretertiary subjects are seen as less academically rigorous and are more     likely 
to be taught by multiskilled teachers with no background in the area.  The 
situation is that many subjects are taught by non specialists and AST3s    are 
                                                 
12Details of these algorithms are available in the syllabuses in appendix 2.  
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increasingly likely to be responsible for subjects they no little about.        This 
means that the AST1s have to shoulder the every day administration        of 
subjects. 
 4.1.8 Examinations 
The rhetoric is that pre-tertiary subjects and their examinations are     
important. The perceived reality is that increased workloads and increased 
administration coupled with the increased complexity of the pretertiary     
exam and the rigours of marking to criteria means that it is difficult to find 
enough Behavioural Studies teachers to mark the exam. Marking the             
pretertiary exam no longer gives kudos and marking takes longer - most 
sections have to be assessed by reference to at least two different criteria, and 
has to be done collegially13. Furthermore, it is increasingly likely that     
teachers will be encouraged to mark in more than one subject area and as   
many now also teach non pre-tertiary classes (which are internally marked), 
there is a large increase in workload. 
Although changes in the exam are generally welcomed by these teachers     they 
do not have the time to do the marking. At one time the external    marking of 
the pre-tertiary subjects would be of major importance and most people would 
give it priority over everything else. The period after exams is now even busier 
than when teachers are teaching. Time is taken up by compulsory meetings as 
this part -time teacher describes 
MEG :   During this period of productivity, or whatever other colleges 
call it, since the students have left, I actually have not been able to      take 
that whole day off since the students have left and I was    struggling to 
take the whole day off beforehand. (FG3. 11.41 ) 
'Period of productivity' is an interesting use of managerialist language. The 
period of productivity, in at least one college, is the official name given to      
the time when all the students have left and the teachers remain. As far as I 
know there is no equivalent name for the period of the term when teachers 
teach.  
The teaching year has increased by five days as a move to more efficient use    
of resources, but this has been accompanied by compulsory in-service   
                                                 
13 Appendix 3 shows the two page examination give in 1984 and the 16 page examination for 
1994. 
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training. Marking the external exam is not compulsory and, therefore,    
teachers are electing not to do it. 
Pre-tertiary subjects now appear to have been devalued, in a relative sense, 
since the administration has emphasised the non-pretertiary subjects,  
especially work related subjects. This devaluing of subject and professional 
expertise is echoed by the University's role in marking (see Chapter 6   
Histories of Behavioural Studies Subjects). The TCE seems to have reduced 
status when compared to the Higher School Certificate (HSC). 
4.1.9 Work related courses 
Government initiatives and funding have encouraged the development of work 
related courses. In the following extract, Gwen points out the reality of these 
courses,-that in her college, the brighter students do these courses because the 
college wants the courses to succeed. It is then more difficult for these students 
to matriculate because of timetabling difficulties caused by  them being 
required to do work experience placements for one day a week.  She points to 
the cost in terms of staffing and then points out that the    students the courses 
were meant for are even further away from getting jobs because they have not 
had the training of their brighter peer group (and anyway there are still too few 
jobs). However, this is not the 'reality' which    the administration want to hear; 
they want these programs to be successful. 
I can't see a really big future for a lot of the work related courses because I 
mean if the jobs aren't there, no matter how well trained they are, no matter 
how well intentioned the teachers are, no matter how much on the job 
training they have, if the actual positions aren't there for the students I think 
you have done something; I mean you hand pick your class, to start off with 
right? So you can't be that surprised that half of them get jobs of that hand 
picked lot. But when you are talking of a class of only twelve and of that 
twelve only six get part-time jobs. You are looking at a fairly poor return for 
one third of a teaching load. When you are looking at twelve students and 
the other six don't actually qualify enough to get their diploma or get 
'satisfactories' or stuff and I'm not necessarily...So you know that what they 
are hoping to do is actually make the selection process even more stringent 
which to me seems ridiculous, because surely, these are the kids who 
basically will get a job anyway. So they are looking at the cream and what 
they are going to do is train the cream so they become la creme de la creme, 
but you see, some of them don't really want to go and work in somewhere 
like Purity. Surely the aim should be looking at the kids who are marginal 
and trying to get them into a situation where they become employable and 
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I'm not talking necessarily about the special kids, but I'm looking at the ones 
we can often tell often, this kid, you know, providing we give them this, this 
and this. They are more likely to stick with a job like that. The creme de la 
creme aren't. How many weeks are they going to stay with Kentucky or 
Macdonald's or places like that? I think, it sounds really good, but when you 
actually have a look at the number of teachers involved in this and the 
number of teacher hours involved in this and the number of actual students 
involved in this and the outcomes; I think you know 'Phew!' They are doing 
this because it sounds great to be doing a new course at Tasman14 which bla 
bla bla but if you actually look at the kids who get a job at the end of the 
course, it is very, very, small. So I don't know, as I say nobody knows, but 
that is the way they have got to look at it simply because that is where the 
money is going to be; because that is where the government is going to put 
the money in; training courses, work related stuff; year 13 is muted isn't it? 
But it is really to keep the kids out of the dole queues for as long as possible. 
Getting a bit more like Tech I suppose, you know the TAFE sort of stuff. We 
are starting two more work related courses next year...but again all those 
hand picked kids who are limited in what they can do elsewhere. They are 
limited by them needing every Thursday off to do their work experience, 
they are limited to two, only usually a couple of other subjects which means 
if they decide that retailing is not what they want to do they have wasted, 
not exactly wasted, but you know what I am saying? They have spent, I 
mean they can not matriculate for a start if they do this, or they can but it is 
very, very difficult, the constraints on which line they can do the, I think 
there is actually only one full line that they can do, they probably could 
matriculate but I think they limit their options a lot, so I would like to see it 
happen to the kids who need it more if you like.  
This teacher highlights some of the issues. If there are not enough jobs all     
that work experience courses do is influence who gets the jobs. Those not 
selected could be the students the work courses were aimed at, the less 
academic, less motivated students who are in danger of long term 
unemployment who really need a guided introduction into working life. If    
the work relate programs were successful for these students it is possible      
that they may have been more likely to have stayed in the job than bright 
intelligent students who are more likely to be able to obtain an initial job       
and are then more likely to obtain some form of advancement. If work     
related programs are used inappropriately then students at the bottom of      the 
hierarchy become even further behind in the race for employment.15 Seddon 
                                                 
14  Names of colleges and schools are false to preserve anonymity. 
15 There has been a marked increase in work related courses in the colleges since 1994 and now 
the less able students routinely include work related courses in their studies. However some of 
the less able and disaffected students cause embarrassment to teachers and dissatisfaction to 
employers when they approach work situations with either very limited ability to work or 
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and Deer (eds 1992: 196) point to the rhetoric and the reality of the situation 
'firstly, while post-compulsory curricula are comprehensive in the sense of 
bringing a wide range of knowledge to students, that full range of knowledge 
is not accessible to all '. (italics in original). 
Schools are able to write glowing reports on work experience courses, 
especially when 'successful' schools will get increased funding and save  
teacher jobs. Furthermore, those teachers espousing such courses will    
improve their promotion prospects. Therefore the state and federal 
administration could believe that they were tackling the unemployment 
situation. The school administration know that they had successfully 
implemented the innovations of work experience courses, some teachers  
would have a strong investment in these courses, students on the courses      
feel confident that they would be more likely to obtain a job. A college 
handbook states that the Australian Vocational Training System (AVTS)        
'will provide easier access into the workforce'. Students' parents are     
delighted and employers feel they will acquire skilled and motivated 
employees. Few hear the voices of caution from some teachers, and those 
students for whom the courses were originally envisioned would know 
nothing of what they had missed.16  
                                                                                                                                              
negative attitudes towards work.  
16  In Britain, John Clare, the education editor of the Telegraph, writes "The national system of 
vocational qualifications set up by the Government 10 years ago at a cost of more than 100 
million [pounds] has achieved almost nothing." (Weekly Telegraph 9.10.1996-15.10.1996 p.10)  
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4.2 CHANGING CONDITIONS OF EMPLOYMENT 
4.2.1 Involuntary transfer17 
In this chapter, involuntary transfer is discussed as a changing condition of 
employment; I return to it in Chapter 9 where it is referred to as a cause of 
teacher stress. This section could equally well have been placed in the     
chapter on control and is so written that it forms a link between the topics        
of administration and control. 
There has always been some involuntary transfer in colleges. Students from 
year eleven going into year twelve do not receive their Tasmanian      Certificate 
of Education results until mid January,18 therefore enrolment       into year 
twelve takes place in early February and it is common for classes    not to be 
finalised until the start of first term. It is also usual for some     teachers to be 
moved to other schools at the beginning of first term.19  
With the adoption of the rhetoric of economic rationalisation, and the desire    
to be seen to be saving money, teachers were seen as multiskilled and 
interchangeable. The rhetoric of involuntary transfer became a reality for   some 
teachers. Even if teachers were not moved, in practice, all teachers thought 
there was a strong possibility of them being involuntarily moved. Therefore, 
we have a situation where, as a result of economic rationalist thinking, most of 
the teaching profession in Tasmania has been unsettled.  
This situation has been further exacerbated by three factors: 
• The falling numbers of students. This is the result of a decline in the 
population of young people aged 16-18. Tasmania has a declining     
population. 
• The increase in teacher workload so they teach more classes with more 
students in each class. 
                                                 
17  As I begin to write this section of the chapter I hear on the radio (JJJ; 1.2.96) and the 
television news (ABC TV  31.1.96 ) that six NSW  high school teachers and their students are 
resisting involuntary transfer. 
18 Since 1996 results have been made available before Christmas. 
19 Colleges are now in 1996, provisionally enrolling students in November. 
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• The policy to deliberately move teachers after five years in a school. 
All these factors interrelate to make involuntary transfer a major issue for  these 
teachers. 
Table 1 shows a decline in the total numbers of Full Time Equivalent     
Students (FTE)s in Senior Secondary Colleges (SSC)s. The graph in figure 6 
below demonstrates the rise, followed by the decline, in student numbers.  
Table 1: Number of Full Time Equivalent Students in Colleges in Tasmania 
1984-1994 
Year Number of FTEs 
1984 4046 
1985 4379 
1986 4681 
1987 5177 
1988 6181 
1989 6310 
1990 6771 
1991 7411 
1992 7562 
1993 7019 
1994 6744 
 (Ed Dept Tasmania and Australian Education Union (AEU)20 
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Figure 6: Number of Full Time Equivalent Students in Colleges in Tasmania 
1984-1994   
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Until 1992 enrolments increased each year so there was little pressure to 
transfer teachers. However in 1993, a drop in enrolments, continuing into   
1994, meant that teachers either had to be sacked or transferred to areas    
where there were vacancies due to either retirements, resignations or the 
unattractive nature of the school or its environs, the so called 'hard to staff 
schools'. 
This fall in numbers has resulted in an increase in workload for teachers in   
two ways. Firstly, in 1993/1994 the teaching load of college teachers was   
raised from 3 to 4 'lines',21 effectively reducing demand for teachers by one 
quarter.  Secondly, there were increases in class sizes, also reducing the 
demand for college teachers. A fact sheet issued by the Australian Education 
Union (June 1994) reports that 'Senior secondary classes have experienced       
an almost 500% increase in class sizes of greater than 25. In 1988 7% of      
classes had more than 25 students. In 1994 this figure has skyrocketed to     
33%'.  
                                                 
20 These figures are based on the February enrolments and during recent years there has been a 
large ‘drop-out’ rate amongst students (The state total full time equivalent students in   
February 1994 was 7773.4; the state total equivalent full time students in August 1994 was 
6744.2).  
21 A 'line' is all the contacts a teacher will have with one class, usually five hours a week. 
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4.2.2 Involuntary transfer seen as a control mechanism 
The response of teachers in this research to the new involuntary transfer 
situation is a perception that involuntary transfer is a means of control.  
SARA :   And I suspect it is political. I think people are being moved for 
pretty shabby reasons. (FG2 100.29)  
Brian describes the rhetoric and the perceived reality of the transfer policy. 
BRIAN :   It is a brilliant invention. I think, it was originally presented as 
a way of shifting teachers out of hard to staff areas of the state who had 
been there so many years, but in fact it has gone way beyond that 
because they only needed to move a relatively small number of teachers 
but the entire teaching profession is basically now on this five year 
assignments or will be. 
Fifteen22, it is going to be ten, ultimately five year assignments. So there 
is no sort of, no certainty any more you can, practically all of us will be 
on sufferance really within an institution. (FG1 28.05)  
The fact that teachers know they are 'on sufferance' makes it much easier for 
the management to subtly control teachers (see Brian's further comment upon 
having to agree with the principal in Chapter 5 Stories of Teachers and 
Control). The rhetoric is one of fairness for all teachers, but the reality for some 
teachers is that even in the execution of the policy the administration has been 
unfair. 
SUE :   Then you get some people who go and then someone says 'I am 
not going!' and they stayed.  
SARA :   Yes that's right. 
SUE :   And then these other people did the right thing and went along 
with the Department and you know they had to sell their house and buy 
a new one and some people stayed because they said 'Oh no I can't do 
that! I can not go! (FG2 100.29) 
DONNA :   You are having terrible trouble at your place. There is no 
consistency? 
MEG:   No. 
CE :   What is happening at your place? 
                                                 
22 It was proposed that the education department started by moving teachers who had been 
fifteen years in one school, then ten years and so on. 
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MEG :   He was transferred to Rockhill School (a school at a   
considerable distance from Hobart ) and his wife works at Red School. 
CLARE :   What is Red School? 
DONNA :   It is an alternative school. 
MEG :   That is a school in Hobart; and he has two children and he has    
a small farm. 
BECKEY :   He got reprieved did he on those grounds? 
MEG :   No, no he is still trying. 
EILEEN :   He must be the case that everyone is talking about? 
MEG :   Probably. 
EILEEN :   He is fighting it?  
LEENA :   Who does he fight it with? 
DONNA :   The union. 
EILEEN :   The union is going to bat for him? 
BECKEY :   On the grounds that it is just too disruptive of his life? 
DONNA :  Yes. 
MEG :   And he was not offered any alternative. He was prepared to 
move to another school within the region or close by. 
BECKEY :   Without having to up-sticks everything? 
CE :   So am I right in saying that some people are being transferred    
and it means them selling the house; or the husband and wife; them     
not both being able to work and disrupting the children from school?  
MEG :   Yes. 
DONNA :   It is different from district to district. In our district the 
impression we all got was that people would only be transferred     
within the district. Whereas in Tasman district people are being 
transferred willy nilly outside of the district. 
BECKEY :   Is there any rhyme or reason to which people are getting 
fingered or? 
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MEG :   The fifteen year people who have been in the college for a      
long time. 
BECKEY :   So they are really applying that rule they are not just   
picking on certain people? 
MEG :    No. 
DONNA :   I don't think, so you can't see any, we had seven or eight  
who had been at college for fifteen years or more and only one got a 
transfer and she actually offered to go and it was a direct swap 
apparently. She was transferred to this school and the person's place   
she is taking has been transferred to us. 
LEENA :   What about all the others then? 
MEG :   All the others got letters saying their appointments had been 
extended for another twelve months. And the union are taking that     up, 
there are conditions. They are not taking it up this year, they are going to 
take it up next year because if they take it up this year the    DEA might 
say 'Well blow you we will transfer them'. Whereas if       they take it up 
next year the DEA won't be able to do it until the end      of next year. But 
the agreement was that a person who is targeted for transfer does not get 
transferred then they are automatically re -appointed for another five 
years.  
And the letter just extends their current appointment so it is not in       
the nature of the agreement. 
LEENA :   Oh I see. 
BECKEY :   So they are trying to have their cake and eat it too? 
MEG :   I can see the Department coming back next year and saying 'It    
is not a new appointment it is an extension of their old appointment'. 
BECKEY :   It all comes down to the fine writing. 
CLARE :   It is stupid really. (FG3 04.13) 
This sort of activity means that teachers no longer trust the Department. 
Previously there had been a fair amount of goodwill between teachers and    
the Department, but now the teachers feel they have to 'examine the fine print'. 
4.2.3 Effect of change on organisational culture 
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The Tasmanian Department of Education decided in 1994 to adopt a policy      
to move teachers after they had had fifteen years in one school. When this 
phase was completed then those who had been in a school for ten years    
would be moved, until ultimately those who had been in a school for five   
years would be moved. The rationale for this policy was to be equitable, to   
give all teachers a chance at the 'easier' schools. Ashenden (1990 : 23)   
advocates change after 15 years but I have no way of knowing if any of the 
Education Department decision makers has read, (or heard of) Ashenden,    
and decided to implement his suggestion. The Radio National Education 
Report, (31.1. 1996) entitled 'School staffing around Australia' indicates that 
many states and territories experience significant upheaval because of staff 
movement. They do not, however move whole chains of teachers where,    as 
has been reported to me, every link in that chain was quite content to stay in 
the school they were in! 
Teachers in this research suggest less threatening alternatives such as 
providing incentives to moving to hard to staff schools and also point out the 
reality of the unintended consequences of labelling schools as 'hard to staff'.  
SUE :   But that is really stupid because they are working from the other 
end as usual. This is another thing in the Ed Department, they, when we 
go to uni and do our training they say 'reward anyone who does 
everything good' and ignore the bad as best you can. So they don't say to 
all those brilliant teachers in those hard to staff schools, and there are 
some brilliant ones, we are going to give you $ 2,000 more, and they do 
this in England. If you are in a hard to staff school in a real tough 
borough they pay you extra and they will pay your costs to get there 
because often you don't live in that area. 
NANCY :   But what they have got there is a totally different kettle of 
fish to what we have got here. I have heard of teachers lasting twenty 
four hours in one of those schools.  
SUE :   Yes, but they are not equipped to stay there, but you have got 
teachers who don't....Like I have this friend who suddenly; like she didn't 
realise her school was hard to staff. She has been given a classification on 
her school. She loves her school. 
SARA :   In Tasmania? 
SUE :   In Tasmania, she loves her school, she loves where she is at 
Southerton and she has been told. 
JO :   She is category A ? (a teacher in a difficult to staff school.) 
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SUE :   Yes and she thought. Oh well this has put a downer on this 
school! All the kids now know they are in category A and they are fairly 
you know, you have just stereotyped and labelled a whole school and 
you have done it throughout the whole state haven't you really? 
SARA :   Indeed. 
SUE :   And if the employers get hold of this. 'Oh that kid came from      
that school, it is even worse than the initial labelling. Oh that was a     
tough school! But now it is written down, the Education Department      
has labelled them and instead of saying to this person who loves that 
school, she probably won't move, but she will have to because of the 
transfer policy, because she has been there for fifteen years, and they    
have to get her out of this hard to staff school because she has been      there 
for fifteen years and she has had a hard time. She thinks she has    had a 
wonderful time! 
NANCY :   Nobody else will want to go there. 
SUE :   Instead of saying to her, or saying to people who have got         
those skills, we are going to give you $2,000 more and it can be seen as       
a promotion type thing. You are going to have people wanting to go    
there and people with those skills. The other people who haven't got    
those skills will think 'It is $2,000 more but I can't cope with those           
kids and I am not going to get stressed out'. So why don't they do it        
that way instead of you know moving people who haven't got all         
those skills and we know because they are moved to this area, to teach 
them. It is not doing the kids any good at all. It is making them worse.      
So they don't approach it ever from the right direction, I mean it        
doesn't take anyone bright to think of that.  
JO :   They have got a big problem I mean people don't necessarily        
want to teach for the rest of their lives in Sale or anywhere else, I          
mean there are places where people don't want to live, they would          
just prefer not to be there, and I mean I guess one of the points is, the 
Department always has had the right to move people as they saw fit,      
they have never bitten the bullet and actually done it. And now, this          
is the first year which is going to cause the greatest upheaval and I          
just think, I understand the need to sort of share things around I           
think it will be interesting in a few years time maybe however long         
this policy lasts which probably won't see five years go by.23  
SARA :   This policy has happened before. I remember it happening in '84. 
JO :   It goes round in circles. 
                                                 
23  Jo is correct. She said in 1994 that the policy would not last five years. The policy has now 
been greatly modified. 
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SARA :   But this is the first time they have actually sat down and     
worked through it, named names, published lists half way through          
the year people have received letters, they have said 
'You have been there fifteen plus years therefore you will be moved'. 
JO :   It is much more structured. But it is a big percentage of the work 
force that has been dislocated and it is going to have significant      
impact on the culture of all schools because in some schools you have    
no continuity at all operating and you have, particularly I think in       
one sense yes, but five years, it is not very long, and it is a bit like, well    
I think we will end up like politicians, which may or may not be a     
good thing, that the people don't really have an investment in the    
school any more. 
SUE :   Yes I can't be bothered doing anything because I know I will be 
moved in a year. 
JO :   So why should I bother? 
SUE :   Why should I bother? (FG2 102.54) 
The consequence, perhaps unintended, of this transfer policy, is that       
teachers will feel that it is not worth bothering because they will soon be 
transferred. For example, it can take a year or more from the initial ordering    
of a text book to it appearing in the library. Teachers might be unwilling to 
spend time researching their subjects if they do not know that they will be 
teaching that subject next year.  
Sue, quoted below, explains the importance of understanding the levels of 
internal assessment given by the feeder schools and the importance of 
consistency in staffing. 
SUE :... So their moderation process I suppose isn't working. So we   
know which feeder schools mark easier in maths and which mark 
harder, but that takes a couple of years to realise that and you have a 
couple of kids going through that failing. (FG2 32.51) 
This observation is supported by the research of Gudmundsdottir (1995 : 28): 
research focusing on experienced teachers demonstrates that this     
group of teachers know their subject matter differently than their less 
experienced colleagues. ...Their knowledge is practical, it has    
developed over the years through accumulated 'wisdom of practice'.  
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Teachers are not able to easily substantiate claims to 'wisdom of practice'.     
The Education Department in Tasmania believes that all its teachers are      
good teachers, that they all have the relevant 'wisdom of practice'. The 
administration concedes that teachers have specific skills, but they argue      
that those skills are transferable to any teaching situation. This assumption       
of the transferability of skills appears to be a fundamental tenet of economic 
rationalism in education, which is then used to justify multi-skilling and        
the involuntary transfer policy. 
The 'burnt earth policy' which some teachers, forced to leave the colleges,      
are contemplating ( see Chapter 9 Stories of Teacher Stress) will mean that in 
place of the help and encouragement traditionally given to new teachers in     
an area, help will be considerably reduced. Teachers new to the area may     
soon have to be formally inducted into the subject by management directive 
rather than be able to rely on informal help and guidance.  
4.2.4 Changes in the union 
As it stands now, the administration appears to maintain the position that ‘a 
teacher is a teacher is a teacher' and, as such, teachers can be moved to        
teach any age group in any subject. This perception may have been     
supported in system administrators' minds by the amalgamation of the     
Senior Secondary College Staff Association (SSCSA) with the Tasmanian 
Teachers' Federation (TTF) into the Australian Education Union (AEU). 
Historically, teachers in Colleges were seen to be privileged by other teachers 
because they had less teaching hours. It was the policy of the Education 
Department to place some teachers recovering from stress in the colleges 
because college teaching is seen as 'easier' work. There was a move, with the 
merger of unions, to treat all teachers equitably. Instead of bringing all teachers 
to the terms and conditions of college teachers however, college teachers 
conditions have been brought into line with others. This is compounded by the 
‘special case’24 whereby all teachers in Tasmania have increased tasks.  
With the wisdom of hindsight, the unions should have argued that all    
teachers in Tasmania should be treated equitably but that some teachers had 
special skills and experience in specific areas, eg grade four, five and six  
teacher or French specialist. They should have indicated that some teachers 
                                                 
24  The 'special case' is detailed later in this chapter. 
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were only competent teaching within their area of training or expertise but  that 
other teachers may well be able to teach outside their specialities given 
motivation and support in the form of time to prepare for classes and 
retraining. This has not been the case and there are many examples of    
teachers being moved to teach subjects for which they have no training in     age 
groups in which they have no experience. 
The Australian Education Union supports the transfer policy in principle, 
although it has expressed concerns about some aspects. This seems   
astonishing to me. Some college teachers believe that a senior official of the 
AEU in Tasmania went into a meeting with Education Department officials 
without any advisers. The Education Department officials presented the 
transfer policy as a means of enabling teachers in hard to staff schools to    
move to desirable schools. It was presented as an equity issue. The AEU has 
more primary and secondary teachers than teachers from senior secondary 
colleges.  
Teachers in the northern part of Tasmania held stop work meetings and 
threatened strike action in an attempt to halt the transfer policy. The AEU 
rejected a motion to abandon the transfer policy. A Senior Secondary      College 
(SSC) teacher wrote in the Mercury (17.5.1995 : 20) 
One must wonder at the quality of the advice the Minister is       
receiving and why he continues to defend the policy and its inept 
implementation. Is the Government even slightly aware of the    
extremely low morale of teachers, their increased workloads and large 
class sizes? 
The Minister should also talk to classroom teachers and their 
communities directly about the adverse effects rather than just     
through meetings with complacent union officials and Education 
Department hierarchy.  
The transfer policy also became an issue of political debate as is evidenced by 
comments from Mr Field, the then leader of the opposition Labor Party in      
the Mercury (22.5.95 p6)  
Morale among many teachers has sunk to rock bottom. Many teachers 
are angry and frustrated with the conduct of the Education    Department 
and the often heartless manner in which the policy has   been 
implemented.  
The issue was further complicated by a challenge to the union by SSC   
teachers. There has been a major publicity campaign against involuntary 
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transfer culminating in many teachers attacking their union and a teacher         
of Social Psychology, Mike Dutta, appearing on the ABC TV's 7.30 Report 
(Despite reminders given to teachers that they are public servants and hence 
cannot comment on education in the media). 
However the dispute was not against involuntary transfer as such, but    
against the discrimination of transferring single teachers ahead of married 
teachers. As, a response (in some teachers' words'a Band-Aid' solution') to     
the outcry over the disruption caused to the families of married teachers    
when they were involuntarily transferred out of district, the administrators 
decided to transfer married teachers within district and single teachers out      
of district. Teachers objected to such discrimination on marital status grounds. 
The union conducted a referendum of its members. The following results were 
quoted in the Mercury (8.11.1995 p7):  
Teacher vote backs Transfer Policy Stand 
Seventy per cent of the 2903 members who took part in a plebiscite on the 
issue agreed the union should not withdraw its support for the policy. 
The second question on the plebiscite asked if members wanted the AEU to 
continue negotiating with the department to gain an incentives package 
which would minimise the need for involuntary transfers. It was 
supported by 94 per cent of those who voted.  
Teachers feel they should support their union, and the union feels that it should 
try to work with the administration (see further discussion of the   union in 
Chapter 5 Stories of Teachers and Control). When I asked in     member checks 
why teachers voted as they did, I was told that at a time           of salary 
negotiations it was necessary to be seen to support the union. Also, teachers 
pointed out that the majority of teachers in primary and secondary schools saw 
the vote as one which would enable them to move if they     wanted to. I asked 
about how these teachers would feel if they were moved      if they did not want 
to move, and was told that most teachers would not    think that far ahead. This 
comment surprised me. 
Teachers, acting in unison, went on rolling strikes for wage parity with 
mainland states in 1996. The strikes went on for eight weeks with overall 
support from parents and the public. The state refused to pay and teachers 
went back to work.  
In October of 1996, a breakaway group of teachers led by Mike Dutta, the 
Behavioural Studies teacher mentioned above, formed the Association of 
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Professional Teachers (APT), which is an alternative association. The AUT     
and the new APT are in open, personal, conflict. Perhaps the AUT should    
have encouraged 'chapters' of differing interest groups, such as primary, 
secondary and senior secondary, under the umbrella of a national body like  
the AUT. This breakaway union demonstrates the conflict facing teachers.  
They want the improved salaries which can be won by the power of big  
unions, however the strikes which those big unions call to demonstrate        
their power go to the heart of the professional ideology of teachers as they    
feel they are failing their students. This pressure is particularly acute when 
those students are approaching their pre-tertiary examinations which will 
decide their chances of university entrance. As a teacher who has left     
teaching I am glad I don't have to decide which union to join. I agree that 
teachers' first responsibility is to the students, but good pay and conditions    
for all teachers will indirectly help many students. There are parallels    
between the impersonal constraints imposed by large unions and the 
individual responsibility demanded by the breakaway 'association'. The      
very titles used show where the emphasis lies. The Australian Union of 
Teachers denotes a nation wide union which has connotations of labor 
solidarity. The Association of Professional Teachers shows the looseness of     
an 'association' and the emphasis on the 'professional'. It is interesting to      
note that the Association of Professional Teachers is affiliated with the 
Teachers' Association of Australia, which was a Victorian break away group 
formed in 1989/1990. Many of the changes affecting Tasmania have   
previously been experienced in Victoria with many of the same results.  
The APT has been vocal in its rejection of the transfer policy. The AUT   
rejected the transfer policy, as the Mercury (18.12.96 p7) reports 'The   
Australian Education Union said the impact on some teachers was   
deplorable'. They advise a bonus for teaching in difficult to staff schools, a 
procedure which was suggested by teachers in this research as early as 
November 1994 (see Sue's suggestion of a $2,000 bonus in section 4.4.3     
above).  
The Tasmanian Education Department often adopts Victorian strategies,   
where they have ignored the rolling strikes and teachers have returned to 
school. There has been no salary increase. It may be that both the ATU and  
APT are feeling threatened in Tasmania because the Tasmanian premier    
could decide to ignore teacher unions. Victoria’s Premier Jeff Kennett as 
reported in the Mercury (17.12.96 : 8) has decided to do this. Heis reported as 
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saying, 'Victoria's teachers' union was irrelevant to the state's education   
system and future pay talks would be conducted directly with the teachers'.  
 
4.2.5 Changing promotion policy25  
The administration recognised that teachers would feel undermined if 
promotion positions went to those who spent time on administration and    
they recognised that good teachers should be rewarded. Therefore the   
position of Advanced Skills Teacher level 1 (AST1) was introduced. The job 
description for AST1 teachers from the Tasmanian Eduction Department 
(undated) is as follows  
The significant role of this position is an instructional one, being 
classroom based with some additional curriculum and administrative 
duties. The position has been developed to enable recognition in the 
teaching service award of the possession of ‘advanced’ teaching skills. 
The term 'senior manager' was short lived, and teachers in this        
management position were described according to their official designation: 
Advanced Skills Teacher level three (AST 3.) The term Advanced Skills Teacher 
may be misleading since AST3s are appointed to the position for  
administrative skills rather than for their teaching ability. They no longer 
necessarily have the expertise to organise the day to day running of the   
subject departments as they are now responsible for several subject areas. 
When I went to enrol my daughter at a college I was surprised to see a    
teacher in the Humanities enrolling students for Mathematics. She told me   
that she was Head of Mathematics. She taught three classes in the   
Mathematics area (non of them pretertiary) and a class in another non 
Mathematics area. There were not enough students for her to teach a class       
in her Humanities area this year. 
The reality is that the AST1s had to take over much of the management of   
their subjects. The reality is that someone has to run subject departments, 
allocate classes, order books, attend curriculum meetings, organise internal  
and external assessment and so on. Thus the rhetoric of reduced  
administration at senior levels becomes the reality of increased    
                                                 
25  See also the work of Maclean in Maclean McKenzie (1991 ; 241-264) on teachers'   
perceptions of their careers in Tasmania.  
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administration for AST1s reducing their time for teaching at a time when       
the teaching load for an AST1 is increased from three 'lines' to four lines. AST1 
teachers are expected to undertake the administration of their subject(s) as   
part of their normal workload and there is thus an increasing gap between    the 
teaching loads of AST1s and AST3s. 
RUTH :    Some AST3s teach two lines and some teach three and do   
their administration and some teach two and do their administration  
and I think, because I have been an acting AST3 I have had a foot in   
both camps this year. 
I think from what I can perceive from the general staff,       
administration is not 'real' but being in front of twenty five kids   
teaching behavioural studies or child studies is far more real and 
therefore you are working 'harder' than some one who has got to ring  
up and organise work place placements or whatever and for me, 
although the administration was not as stressful as perhaps being in    
the classroom or as time consuming, it still took up a lot of time and        
it is a different sort of pressure. So there is always going to be inequity 
between a person who is on two lines doing two lines of admin 
compared to some one who is teaching five different classes on four  
lines  
BRIAN :   Yes. (FG1 52.30) 
The reality of promotion is that  
•  it is more difficult to obtain as there are fewer promotion positions. 
• promotion rewards administration rather than teaching. 
• promotion protects teachers from involuntary transfer. The        
number of years a teacher has been in a school in that position is          
the basis of transfer policy. The policy has only been introduced for 
assistant principals and above in 1996. 
• promotion does not necessarily go to 'good' teachers because the 
administration does not choose to evaluate teaching quality26.     
System administrators do not necessarily want 'good' teachers to 
become administrators.  
• whilst keeping good teachers in the classroom, the system fails to 
reward good teaching as much as it rewards the ability to be seen as 
'administrative material'. This further undermines the value of 
                                                 
26 The majority of the teachers in this study are AST 1 teachers.  This classification does require 
teaching ability.  These teachers are talking of promotion past this first rung of the promotion 
ladder. 
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teaching in the system as it is the perception of many teachers that 
concentrating on teaching, which takes time and effort, may 
disadvantage them in the promotion quest. 
As in the work of Gitlin and Margonis (1995 : 387), who report on situations 
where ‘everyone has a job that creates work for others … career ladder   
teachers create work for teachers and limit their decision making authority’, 
teachers in this research were angry because of all the work they were  
expected to do which arose mainly from the career aspirations of ambitious 
teachers.  Promotion is seen to be the result of convincing the selection       
panel that you satisfy the criteria for promotion.  Teachers see ‘really good 
people’ being ‘knocked back’, not because they would not be excellent at the 
job but because they cannot write convincing ‘essays’ which satisfy the   
criteria. 
CE :   Now you were talking about promotion. What is the promotion 
situation like now? 
BRIAN :   It is an essay contest, the kids don't write essays any more,   
but we have to, to get promotion. 
AVRIL :   And if you say the right thing, I think on one hand the      
department is saying, you need these qualities, and I think on the     other 
applications are looked at and if the person has written down a good 
enough essay as Brian said and dealt with those particular things   in 
their essay then they will get the positions. 
RUTH :   If they are cold and calculating. 
AVRIL :   Yes! 
BRIAN :   And you have to mention the right people, and the right 
programs and the right professional development. 
RUTH :   And read the right books. 
BRIAN :   All the things the students don't have to do any more in        
the exam. 
RUTH :   I think promotion makes people very cynical, I know in our, 
particularly in our college you will see really good people say 'Oh stuff 
it'. 
JILL :   Exactly! 
ROS :   Some people are happy to go on just the level.  
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RUTH :   It is just not worth it. 
JOAN :   Gradually get themselves to the point were they can start   
going part timing and go backwards and backwards and backwards   
and ease themselves out. (FG1 22.58)  
Soon teachers realised that there were desired responses to the questions    
asked at interviews for promotion. Then cognitive dissonance (Festinger    
1957) comes into play as teachers, through many interviews, reiterate     
answers which conform to the answers required by the administration.      
Then, for their own internal consistency, teachers may change their       
thoughts to bring them into line with what they say. Goffman (1959) points     
to the dramaturgical model in which people play a part for so long that they 
become the role they are playing.  
There is also a growth in mentoring, that is, senior staff coaching their      
friends into the intricacies of applying for promotion. The managerialist 
ideology is therefore reinforced by group membership. Such group 
membership is achieved in several ways. With one of the most important in 
Tasmania being ascription. In a small state with a history of few institutions    
of higher education (and now only one), many teachers share links that are 
multifaceted in a manner that is more often seen in small pre-industrial      
tribes than in modern states. In a state with a relatively small middle class, 
teachers are often related through family or marriage. Many teachers in 
Tasmania have teachers as parents, as brothers and sisters, or as husbands    
and wives. It is not unusual to have related people on the same staff of the 
colleges and if previous and defacto familial relationships are taken into 
account the interweaving of relationships is complex and widespread. Add     
to this the interactions generated by common membership of sports and    
social clubs and the networks of people with whom they went to university    
or with whom they have taught and it becomes apparent that such links are 
powerful. The after hours drinking activities of college staff may also be 
significant. These tend to be male dominated although increasingly with    
some female members. Such cliques, unlike those derived from ascription,    
can be penetrated by non-Tasmanians but they tend to be less influential     
than the ascriptive links because they are much more localised, usually 
confined to one college.  
In recent years 'sisterhoods' have emerged who support each other in the 
'promotion game' and they have had considerable success in a context       
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where gender equity has been a policy priority. The process of mentoring is 
also a process of anticipatory socialisation where those aspiring to      
promotion are groomed into the world of managerialism. This role playing 
eventually is likely to become in Goffman's (1959) terms, 'internalised'.27  
The rhetoric for those who are appointed to promotion positions is one of 
collaboration rather than authority: 
BRIAN :   All of these changed values tend to be built into the  promotion system so 
you tend not to get APs and principals who are authoritarian, they simply wouldn't 
get to the top any more. 
JOAN :  Very much to do with substantial value changes impinging on the whole 
picture. 
BRIAN :   Of course in Behavioural Studies we were ahead of all this we did this all 
the time! ( FG1 13.25)  
The reality is, however, one of control through subtle means: 
JOAN :   It is accountability. 
AVRIL :   That is the buzz word. 
RUTH :   And I'll check on you next year to make sure you have done it. (FG1 27.55)  
These teachers are aware that despite the rhetoric of administration not      
being so authoritarian, the reality is that teachers are controlled more than   
ever before.28  Collins (1991 : 140) writes ‘Why stay in a system which    
rewards controllers rather than those with professional knowledge and    
skills?’  This sort of undermining of teaching is one of the reasons for       
teacher dissatisfaction and contributes to teacher withdrawal. 
Yeatman (1990) and Blackmore and Kenway (1993) point to the colonisation    
of 'feminine' traits by managerialism. Increasingly principals are expected to 
have affective and personal interpersonal skills. As Blackmore and Kenway 
write (1993 : 44) 'This is most evident in the ways the nature of school 
principalship has been reconceptualized. Principals are now expected to be 
                                                 
27 The Applied Psychology Research Group (1990 : 40-41) in Victoria, who studied teacher 
stress in Victoria for the Office of Schools Administration Ministry of Education Victoria,     
have a taken for granted assumption “That one of the key selection criteria of principal and 
deputy principal be a demonstrated ability in the area of human resource management.” 
However, 'human resource management' is a term which is integral to economic rationalist 
ideology and is linear in its orientation. Teachers are to be "managed" as human resources.  
28  See also Ch 5 Stories of Teachers and Control. 
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facilitators, communicators, team leaders, instructional leaders, and so on'. The 
rhetoric is of the caring and consultative manager. Teachers, however, remain 
unconvinced by this veneer of caring. (This topic is examined further in 
Chapter 9 Stories of Teacher Stress where the teachers' response to the birthday 
cards given out to staff by a principal and Christmas wishes from the Secretary 
of Education are discussed). 
4.3 CHANGING WORKING CONDITIONS: MULTISKILLING 
One of the greatest causes of concern for teachers is the application of the 
policy of multiskilling. Multiskilling, a major feature of the economic  
rationalist ideology, means teachers being able to teach over a wide range of 
subjects to a wide age group of students. This is desirable for the 
administration, and it could be advantageous to the teachers. However, this 
policy has been introduced without adequate retraining. The teachers      
moved to date have had no retraining, they are arbitrarily told to teach out      
of age group and out of subject area with no training. Some teachers who    
have had their time at colleges extended for a year or two have been told      
that in those two years they can take advantage of the in-service training 
available to their own colleges. This hardly provides sufficient training for 
those teachers who for example are to be reassigned to teach in primary  
schools when they have had no experience at all with that age group.     
Teachers are now seen as endlessly interchangeable. 
Increasingly teachers and system and college managers have not 
communicated well. Teachers have just been told, 'You will teach such and 
such next year'. Managers often do not understand the situation of teachers, 
and Freedman (1988 : 143) argues, this lack of communication and 
understanding is undoubtedly a factor in teacher stress and burnout:  
Burnout, however, does not come from overtaxing one's intellectual   and 
mental capacities. Burnout comes from not being able to use       those 
abilities to handle difficult emotional and managerial problems. These 
problems are often the result of administrators' analysis of a situation far 
removed from their personal and immediate     responsibility  
Teachers and their unions have been unable to communicate effectively       
with senior management of the Education Department. In some cases, the  
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Union has played into the hands of the administration. For example,        during 
the ‘Special Case' hearing29 in 1991 for improved pay for teachers,      the Senior 
Secondary Colleges Staff Association (SSCSA) in an unpublished information 
sheet, argued that teachers deserved more pay because they had increased the 
value of their work by teaching outside their subject areas.       The SSCSA 
conducted a survey to establish how many of its teachers were teaching outside 
their areas of expertise. At the time, in late March 1991,      there were 548 EFT 
(equivalent full time) teachers in the colleges . There      were 324 responses, 
with 128 of the teachers indicating that they were   teaching at least one subject 
outside the area for which they were trained.    This increased productivity was 
used to argue for a salary increase which     was obtained. However ,the 
repercussions for the teachers were that the administration took the flexibility 
of teachers as a given and were free to  expect increased ‘multiskilling’ and 
‘involuntary transfer’ which have both been causes of stress for teachers. In 
economically rational terms,    multiskilling became part of award 
restructuring.30 
With hindsight the teachers could have argued that, when they taught    
outside their subject specialism, it was because they had negotiated with the 
administration. Usually it was the case that there were not sufficient classes     
in their subject so they had to teach another subject or be involuntarily 
transferred. In such cases some teachers chose to teach outside their area of 
expertise: they may have been offered a selection of subjects which had been 
oversubscribed and had voluntarily agreed to the change. They usually      
knew about the change in plenty of time to prepare and, usually, they had a 
colleague on the staff to guide and advise them in the materials needed and    
in teaching the subject. 
In some colleges this is still the case but there have been changes in others:- 
RUTH :   And the other thing which has changed in the last ten years is 
dumping on teachers the day before school starts, it happened to me and 
saying ‘You have to teach pre-tertiary C English. That is it, move out of your 
subject area phee. 
CE :   And the expectation is that you don’t have to teach in your subject area? 
                                                 
29 The teacher unions in Tasmania argued that teachers should receive increased pay on the 
grounds of increased productivity. This was during a period of pay restraint when unions were 
working with the federal Labor government to limit pay increases.to 'special cases'. 
30  See also Ashenden 1990 and Bluer & Carmichael 1991 for further discussion of the 
rationalisation of teaching. 
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AVRIL :   Yes. 
RUTH :   Very definitely. 
JILL :   Multiskilled. Teach wherever. 
CE :   Now how does this multiskilling affect you? 
RUTH :   Just more work. 
JOAN :   I think it disadvantages kids too. 
AVRIL :   Yes. 
JILL :   Very definitely. 
RUTH :   It is stressful when you are teaching a pre-tertiary C and you 
have never taught it before, and everyone, and every one is too busy     to 
help you and it is just grrr. (FG1 42.49) 
Teachers are only mentioned three times in the Departmental Strategic Plan 
(1994 : 11) which covers the period July 1994 to June 2004 (one mention is  
about staff housing, another is about the pre-service training of teachers),      
but a priority task for completion by June 1995 was 'The establishment of a 
policy to increase the multiskilling of teachers. ' Note that it says nothing of 
retraining. The reality is likely to be that increasing numbers of teachers will 
teach outside their area of expertise. This is despite the fact, that in      
Tasmania, since 1984, there has been on-going research, by Abbott-Chapman   
et al, into government Senior Secondary Colleges, which found, as       
Holloway et al (1992 : 1) writes 'mastery and enthusiasm for subject and the 
skill communicating this to students' to be central to effective teaching';        
also 'The teacher/student relationship was found to be of central significance to 
the whole teaching/learning experience'. Abbott-Chapman et al (1989 : 191), in 
part of the same longitudinal research, found that when students were asked 
about how secondary teachers influenced them 46% said that the teachers' 
'enthusiasm for subject' was most influential. This research indicates that 
mastery of subject and teacher/student interaction is extremely important. 
The policy of the Education Department chooses to ignore this research on  
their own senior secondary colleges and views 'flexible' teachers, who teach 
across the board, as ‘more valuable’ than ‘elitist’ subject teachers. Such    
teachers allow flexible staffing and more subject choice to the students (or 
‘clients’ as they are now called). The expertise of teachers to teach the new 
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subjects, or subjects which they had been ‘encouraged’ to teach, is never 
questioned. 
SUE :   I don't think they ever become adequate, you know? They      
don't stay there. If we lost our whole department when Jo leaves       
then, if I had left and Ned had left there would be nothing left in that 
department. No-one to teach them, but they are saying anyone can   
teach this subject, so they should be able to get our physics and 
chemistry teachers to come over and teach that subject. Now certainly     
I couldn't teach physics and chemistry and I don't want to, I don't      
even want to try to do that. If I had wanted to do that I would have   
done my training. (FG2 35.55) 
There is thinly hidden acknowledgment that some non-pre tertiary classes     
are there to keep students 'amused' and 'off the streets' and off the lists of       
the unemployed. To achieve this, there has been a proliferation of what        
both teachers and students call ‘Mickey Mouse’ courses. With a huge range     
of courses and a declining number of teachers the fact that the teacher may    
not have the expertise to take those classes is ignored. The reality is that 
management imperatives are more important than educational expertise. 
The rhetoric is one of teachers being multiskilled. The reality is a devaluing     
of the education given to students, especially the less able students, which     
has grave implications for social equity:  
JO :   Even some administrators though, I mean some subjects get 
branded as ‘Oh well anyone could teach that!’ At times you hear 
principals or whoever, it is not only principals, but a lot of other     
people too, who say to you, the perception for example with Intro 
(Introduction to Sociology and Psychology) is they, really, if you read  
the Woman's Weekly you can teach the course. 
SUE :   So it becomes a dumping ground for these teachers who need  
one more line to fill. So really, I get all these teachers, really. 
CE :   So it becomes a lot more work for you ? 
SUE :   Well it is and that is what I spend all my time doing. (FG2 41.13) 
Therefore this AST1 teacher, who has responsibility for all the non pre     
tertiary classes in Behavioural Studies in her school, also has to induct non 
Behavioural Studies teachers into the subject. 
In 1994, teachers decided to use one text book for the non pretertiary 
Behavioural Studies Course. This book does not satisfy all the requirements    of 
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the syllabus by any means but their workload, and the necessity to spend time 
helping teachers ‘drafted in’ to teach the subject resulted in teachers deciding to 
give up on trying to make their teaching current and interesting. 
The significance of this shift is far-reaching. The less academic students are     
no longer able to receive the expert teaching which was the case ten years    
ago. It is fallacious to argue that just because they are less academic they do   
not need the expert teaching of teachers trained in their area. Less able  
students often do the non pre tertiary course in year 11. If they are taught by    a 
teacher with expertise in the subject, that teacher can note if the student      has 
potential in the subject and can coach them so that they can attempt the 
pretertiary subject in year twelve. If the course is taught by a teacher who   does 
not perceive the links between the Woman's Weekly and topics         covered by 
the pretertiary course (indeed is unlikely to know even the     subject matter of 
the pretertiary course) then a learning and nurturing opportunity is lost. This is 
an issue of equality of opportunity. Teachers       have lost their intellectual 
authority because they have lost their subject departments and even lost their 
subjects through multiskilling. They        should, then, be left with their 
professionalism as teachers, but even their teaching is undermined when 
recognition and promotion are dependent         on administrative rather than 
teaching ability. 
4.4 CHANGES IN GENDER ISSUES 
Blackmore and Kenway (1993 : 43) have noted that the administration is       
able to appropriate currently 'politically correct' thinking: 
the hegemonic potential of corporate culture lies in its ability to      
readily subsume and appropriate social justice and affirmative action 
strategies into its corporate planning, under the guise of     representation 
and participation.  
The awareness of gender issues has changed the expectations of women 
teachers  
CE :   How do you find the administration? 
BRIAN :   Do we like doing it? 
CE :   I don't want to ask you a leading question. 
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RUTH : Male dominated in our college that is how we find the 
administration! 
AVRIL :   Male dominated in our college that's how we find the 
administration! 
JILL :  And ours as well! 
BRIAN :  We have just had two people, two males, assigned to our 
college and that means now we have three male APs (assistant 
principals) and a male principal. 
RUTH :   And we have one woman on the senior management. 
JILL :   And the males listen to the males. 
BRIAN :   It is a male club really. 
CE :   So although earlier on you were telling me that knowledge, and 
you knew about sexism and it came into promotion. It still exists at      
the minute? 
BRIAN :   It depends on the college, X is quite different from Y. 
CE :   Do you think they are trying to change it? You said about this 
promotion that people who wanted promotion had to be aware of       
SES (socio economic status) and  
BRIAN :  Yes I think there is a change coming, but it is going to take a 
long time to get through to the top in the colleges.  
RUTH :  It is not necessarily coming from within the colleges, but    
coming from within the Department.  
ROS :   We have got this strategy on at the moment, equal      
opportunity, equity program, but the males I think are resistant. 
JILL :  The females run these programs, the males ignore them! 
ROS :   I have got a male partner, and he is really good, we are      
running it together and he is terrific. (FG1 20.00) 
Women are disillusioned that despite the rhetoric of gender equity, the     
reality is that there is much hidden resistance. As the 1994 report on        
Women in the Teaching Profession (NBEET no. 32 : 45) found 'on balance, 
women remain heavily under-represented in school leadership and 
promotional positions, and the improvement in their positions is very        
slow'.  
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Blackmore and Kenway (1993 : 27) point out that 'the 'taken-for-      
grantedness' of the division of labour in education in which men        
administer and women teach is still evident in educational research'.  
AVRIL :   Can we put Professional Development on the list? 
CE :   Oh yes, sure. How has that changed Avril? 
AVRIL :   Well we went to the workshop on gender and there was reporting 
back to the staff and that was reasonable and then the next Professional 
Development night that we had, the whole staff, the greatest joke was made of 
the construction of gender. That was     brought up 
ROS :   So you wasted time? 
AVRIL :   Yes it was a waste of time 
CE :   I know some colleges are talking about sexual harassment as well, is that 
one of these issues? 
ROS :   That was last year's.  
CE :   So this year is there an issue? 
AVRIL :   Construction of gender . 
ROS :   And looking at the curriculum, equal attention given to both sexes and 
the deconstruction of the sexes. 
CE :   And is this coming from the Department? 
ROS :   Yes.  
CE :   They didn't used to do that did they ten years ago? 
AVRIL :   No.  
CE :   So this is a change is it the Department telling the colleges what     to do 
in professional development? 
AVRIL :   Well it is the whole system, not just the colleges, it is a    priority that 
they have established in the gender area up until '97,     there is going to be 
something each year. (FG1 24.25)  
Although the gender issue is a Departmental priority there is resistance       
from some males. In one college where a male teacher was running a        
gender equity committee little was said whilst the principal was present, but 
when the principal left some males voiced their resistance (this is discussed     
on more detail in Chapter 5 Stories of Teachers and Control). The rhetoric is       
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one of gender equity but the reality is of some male teachers resisting gender 
equity and some woman teachers being disillusioned that gender equity is 
treated 'as a joke'. As Yeatman, (quoted in Blackmore 1993(b) : 43) comments 
'Equal opportunity ....comes to be reframed in terms of what it can do for 
management improvement, not in terms of what it can do to develop the 
conditions of social justice and democratic citizenship'. These examples also 
indicate the difficulties of 'top down ' policy initiatives. Blackmore et al (in 
press : 2) show that for the administration 'The assumption is, that once    
policy is written, that it is passively and unproblematically received by those   
it targets, and that the failure of policy can be attributed to teacher resistance, 
poor implementation or inadequate leadership, usually at the level of the 
school'. Senior staff are reluctant to tell the system administration of their 
problems in colleges; it would be seen as their failure. Hence, resistance is 
hushed up, teachers worry that they may be involuntarily transferred and   
there is fictitious implementation of innovation31 with a rise in the    
appearance of participation but in reality a decline in free speech (see Ch 5 
Stories of Teachers and Control). Yeatman (1990 : 134) describes the situation  
as one where corporate management:  
 co-opts the language and ideas of equity (and social justice) into 
techniques - sets of variables to be managed, either on the margins of 
organisational life, or swallowed into the organisational mainstreams      
- while discarding the underlying principles and values. In this      
process of equity management, women become policy targets, objects    
of policy rather than empowered by policy. 
The rhetoric is one of gender equity, but the reality is more likely to be the 
colonisation of gender equity into the ideology of economic rationalism as        
is so convincingly argued by Henry and Taylor (reported in Lingard et al    
1993 : 153-175). Of the eight senior secondary colleges in Tasmania at the end  
of Oct 1995: 
• One has a female principal. One has an acting female principal. 
• Each of the eight colleges also has three assistant principals. 
Two of those colleges have three male assistant principals. 
The other six colleges have one female assistant principal and two 
male assistant principals each. 
                                                 
31  Shipman coined this phrase as reported in G Esland (1972 : 110). 
 113
• The top three positions in education are held by men: Deputy 
Secretary of Education, Deputy Secretary of Corporate Services, 
Secretary of Education. 
 CONCLUSION 
In this section of the thesis I describe the impact of systemic administration     
on a specific group of teachers of Behavioural Studies Subjects in Tasmania 
during the period 1984-1996. I have looked at the multiple dimensions of 
change and how these changes are interrelated. How have these teachers'  
views about teaching changed? In what ways has teaching, for them,     
changed as professional work? How differently do these teachers relate to    
one another and to their administration?  
In this chapter, and throughout the thesis, the discontinuity between the 
rhetoric of educational change and the reality for teachers and students is 
highlighted. This chapter has concentrated on the way teachers perceive      
their situation. However, a recent newspaper article about parents' concern 
with the education system indicates that they, too, are likely to see a 
dysfunction between the rhetoric of the administration and their own 
perception of reality. As this editorial in The Sunday Tasmanian (23.2.1997 :      
16) points out: 
It may be the case, as far as the Education Department is concerned,   
that there is no crisis in Tasmania's public schools... 
Parents are confused and concerned. 
They are confused because reassurances issued by the department run 
contrary to their day-to-day experiences with the education system... 
Many teachers and parents are convinced that there are serious   
problems with Tasmanian education.  
Generally teachers in this research were dissatisfied with administration.    
They felt that senior staff in colleges were administratively rather than 
educationally orientated. During the process of member checks, teachers 
seemed to agree with my findings overall but one teacher, married to a 
principal of a senior secondary college, quite justifiably put forward the     point 
that principals have a very difficult time. She drew word sketches of some of 
the situations he has to deal with and made the point that teachers      
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do not understand the situation of principals. In the meeting I agreed with      
all she had to say, but pointed out that my research was on teachers and 
teachers generally were dissatisfied with their school administrations. I 
acknowledged that other research on senior staff in colleges would have 
different results. 
It is the case that at least one principal in a Tasmanian high school is also 
dissatisfied with the systemic administration as this article in the (Mercury 
2.5.1996 ; 25) indicates: 
A Tasmanian high school principal has called on the State      
Government to abolish much of the Education Department 
bureaucracy...Describing the bureaucracy as an outdated, wasteful and 
ineffective means of delivering quality education. 
The next chapter on Stories of Teachers and Control however, argues that, 
unlike the exceptional example of the principal in the above quote, teachers 
generally feel that they are losing power to administrators and this is partly 
because school administrators are usually more orientated towards      
satisfying the expectations of system administrators than towards their own 
colleges' staff and students. 
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CHAPTER FIVE : STORIES OF TEACHERS AND 
CONTROL 
 INTRODUCTION 
The last chapter examined the differing discourses of the administration       
and the teachers and gave examples of how the teachers in this research 
perceived management. The ideological conflict that constitutes the core 
category of my thesis is to some extent personified by conflicts between 
administrators, who are likely to follow a managerialist ideology and   teachers, 
who follow a professional ideology. This chapter looks at the       forms of 
control used by system administrators to superimpose their managerialist 
ideology on teachers' work. Lincoln quoted (in Blackmore 1993(a) : 3) says: 
Trivialise the language of caring and connectedness,      
trumpet the language of autonomy of power, and soon you 
will have devalued caring as an administrative trait and   
prized discipline and rationalism in the market place.   
Connect discourse to the technical-rational model of 
administrative science... and you distance individuals from   
the seats of power, agency and decision making. Discourse is 
thus not only critical in the theoretical sense, but is critical       
in the practice-oriented and experiential (Praxis) sense. 
Administrators are in a position of power. 
Pusey (1991 : 154) also points to the power of administrators to impose their 
ideologies on teaching and teachers and indicates the comparative lack of 
power of those who would contest their definition of the situation1: 
Those who drive this process of rationalisation believe in it  
and deploy it very powerfully as an evaluative framework  
that throws a difficult onus of justification on anyone who 
seeks to oppose them with defences premised on social     
needs or values such as equity, compassion, common sense, 
wisdom, courage, and integrity.  
                                                 
1 See Ch 2 footnote 1 re ‘Definition of the situation’. 
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Administrators have the power to define the situation. Their power can be  
seen even in the language used by teachers in this research to discuss their 
administration; they reify the administrators' discourse. They speak of ‘the 
administration’ as an objective entity which stands over and above them   
rather than speaking of administrators who could be challenged as people 
making decisions. Teachers who do challenge are seen as standing in the      
way of change which is constructed as an objective impersonal force by    
system administrators for whom change along economic rationalist lines is  
seen as good.  
Teachers are unable to speak out against the changes for reasons outlined 
below. They feel constrained and unable to voice their concerns. This 
deprofessionalises them. It makes them more likely to be cynical and to 
withdraw into the classroom. It affects school climate and goodwill, and has     
a negative effect on the students (see Chapter 8 Students in Teachers'      
Stories). It also serves to reinforce the administrators in their view that   
teachers are difficult to control, that college teachers are 'spoilt' and that       
they need 'sorting out'. 
Policy makers want to use education to solve social and economic problems.  
As Hargreaves (1996 : 12) writes, 'Policy makers repeatedly ignore or exclude 
the voices of teachers in the reform process and fail to make reform  
meaningful to them'. Bob Connell (The Australian 7.8.1996) points out that: 
The generic manager model in the Public Service eliminates 
experience in education as a qualification for policy-making   
in education. In the approach of the recent National 
Commission of Audit, we see experience in education 
regarded as a positive disqualification.  
Increasingly education is seen as part of the political, as opposed to the 
professional, domain. As Knight et al write (1993: 1) 'John Dawkins' term of 
office as Minister of Employment, Education and Training (1987-1991) saw    
the explicit linking of education with training, and rapid and substantial 
changes in the organisation, focus and functions of all levels of education’. 
Lingard (1991:7) concurs with the view that education has been withdrawn 
from the influence of educationalists and academics: 'Furthermore,     
academics have been excluded from the contemporary schooling policy  
process in Australia in the move from a 'clientist' (Ball, 1990) to a      'corporatist' 
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[policy]'. In later writings (Lingard et al (eds) 1993 : viii) he broadens his 
analysis:  
[E]ducation policy making has been a game played primarily 
inside the state and its peak organisations. In this corporatist 
context2, the only players effectively allowed onto the    
playing field have been the government, business and 
employers and the trade unions. This, in a sense has cut off 
policy making from civil society.  
As Watkins (1993: 71) argues, one of the major arenas in which this battle       
for control has been taking place is in the area of the curriculum: 
As Seddon and Connell suggest 'the curriculum is central to  an 
analysis of the labour process. It defines the pupil's   learning and 
at the same time the pupil's task' (1989,742). In  the 1990s a major 
restructuring is evolving over the control     of the curriculum. A 
major shift is taking place away from    the local level and the 
school curriculum committees to the national level. Concerns 
which embody questionable      human capital assumptions are 
emerging. How, for      example can education enhance 
Australia's economic competitiveness, increase productivity, and 
increase the      skill level of the work force? The instrumentalist 
view of education that underpins such a question is at the 
forefront    of the trajectory of the Committee of Review of Post-
Compulsory Education, chaired by Finn the head of IBM,    and 
the later Mayer and Carmichael Committees.  
Administrators take the overall decisions, however, they leave it to teachers    
to carry out those decisions. This form of management by devolution, passes 
down the problems of the implementation of innovation to the teachers. In 
Tasmania, there is a paradoxical situation where the Tasmanian       
Government takes part in the meetings for common curriculum at the         
same time as it is generating increasing numbers of courses to satisfy the    
needs of its diverse student population. The rapid generation of these     
courses falls to the teachers (see Chapter 6 Histories of Behavioural Studies 
Subjects). 
                                                 
2  Corporatism, or neo-corporatism, is 'a tendency for elites-capital, trade unions and the state-
to determine key areas of economic policy through formalised agreements and consultations' 
(Lingard 1991: 86). 
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In Australia, educational decisions are more likely to be made as the result      
of the deliberations of various committees, government reports or royal 
commissions than they are on educational research. Porter (1991 :                   
113) says that 'educational investigation in Australia has tended (and still 
tends) to be heavily controlled'. Angus (1996 : 118) points to the situation  
where there 'is very little understanding, other than by a coterie of experts,      
of how the system works. The 'insider knowledge' is a principal source of 
power'. Teachers, because they do not understand the system and because    
they do not have the time or inclination to become involved in the system      
are at a disadvantage. Kenway et al (1994 : 330) say that administrators are  able 
to use a fear of the future to railroad changes. Certainly the changes initiated by 
the CRESAP3 committee were based on fear and the resulting uncertainties of 
involuntary transfer, Multiskilling and redundancies have enabled the 
administration to largely control teacher protest. At the same    time there was a 
perception that education was inefficient Knight (1993: 7) writes 'schooling as 
an industry [was seen to be] in need of micro economic reform [to] become 
more efficient and effective' (original brackets). Knight (1993: 11) also points to 
a move towards centralised control of education   which is a result of the drive 
to use education as an economic tool and to    make it more efficient.  
What we mean is that the Commonwealth has sought to 
develop national policy in cooperation with the states      
(rather than coercively) through the Australian Education 
Council (AEC) (the inter governmental committee of        
federal and state ministers for education) and the Premier's 
Conferences (meetings of the State Premiers with the Prime 
Minister and other federal ministers).  
However, as Hargreaves and Reynolds (1989 : 59) observe, even though      
there has been an increase in government control in curriculum, criteria        
and assessment, if for some reason the new education system fails it will        
not be those who made the decision who are accountable. 
Most likely, rather, it will be the teachers, the new     
generation of deskilled educational technicians, who will    
take the blame for their technical inefficiency, for their     
failure to motivate, for their inability to deliver effective     
pupil learning and acceptable standards of behaviour. This I 
                                                 
3The Cresap Report 1990 resulted in re-organisation and massive cuts to education spending, 
see Chapter 7 Workload Stories. 
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believe is the key issue on which professionalism, status       
and perceived competence of teachers will rest in the 1990's.  
This is perhaps the ultimate in lack of control: all the accountability and few     
of the decisions. 
 
As I was writing up my thesis I read the work of Clandinin and Connelly   
(1996), who point to an element of control, the 'cover story' teachers feel        
they have to tell to be seen to be following the 'politically correct' path. This 
chapter and Chapter 4 Stories of Systemic and Administrative Change is    
aimed at giving voice to the teachers' stories over and above the cover story. 
Teachers are constrained by the dominant ideology, but they also like to 
enunciate their own position if they can talk in a situation of mutual trust      
and understanding. 
This chapter details the changes in the control situation, and is thus closely 
linked both to Chapter 4 Stories of Systemic and Administrative Change       
and the Chapter 9 Stories of Teacher Stress because, as Kyriacou and Sutcliffe 
(reported in Otto 1986 : 109) write 'the highly stressed teachers are those      
who feel most strongly that events which affect them are beyond their    
control'. This chapter is in six parts: 
• Control of teachers 
• Control of assessment 
• Centralised control 
• Control of meetings 
• Control and involuntary transfer 
• Control and the contestation of stress claims 
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5.1 CONTROL OF TEACHERS  
MICHAEL :   I can guarantee you from long and hard 
experience in the department that if you oppose any of its 
schemes, the department won't listen to your arguments,      
but they will discriminate against you personally from that 
point on.  
The previous chapter pointed to the way teachers in this research perceive      
the rhetoric of administrators and reality of the school situation. This        
chapter starts with an examination of the rhetoric of teacher participation     and 
the reality of their control.  
 
BRIAN :   Ten years ago if the principal in our college said  
'Wouldn’t it be a great idea if we did so and so ?' 
A lot of people would say  
'Phew, pathetic idea, you know, forget it!'.  
Now you have to look at what the principal and the other leaders in     
the college are suggesting and you have to say  
'Yes there is something good about that' because otherwise what are   
you going to be doing? 
You are not going to be part of the plan, the program, the change that    is 
going on in the college, you get marginalised and the next stop is         
out of the college perhaps in some way. (FG 1. 28.05 ) 
This quote encapsulates the situation in which teachers now find      
themselves. They are constrained to agree with the administrators; or, if       
they don't agree, to voice their disagreement only before those with little 
power. During the period 1993-1994, when the numbers of teachers was 
declining, teachers felt in competition with their colleagues for available 
positions. At this time teachers talked of 'being stabbed in the back' by other 
teachers. One woman teacher told a group of teachers that if she wanted to 
harm a rival she 'would start a rumour about them'. Until this time,        
teachers had traditionally helped each other, now they had to see      themselves 
as competitors for the scarce resource of promotion and, in        some cases, 
jobs. 
The administrators could hold the misguided belief that there is a great deal    
of consensus in their colleges. The rhetoric is of democracy: 
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JOAN :   I think as a society everything is less authoritarian and I       think 
that is why all the teaching styles have changed and student and staff 
expectations have changed, people aren't prepared to just toe the line 
because it has to be done, they want to know why it has to be     done, too 
there is more questioning. 
CE :   Now who is questioning? The teachers or the students? 
JOAN :   Oh the kids are much more aware of their rights, teachers are less 
likely to do exactly what the principal says. I mean principals      don't go 
round spying on classrooms and hauling teachers on the mat and saying 
'Look what is going on here? (FG 1 11.37)  
 The reality is, however, perceived differently by some teachers in this research: 
BRIAN :   I think, where it gets to the crux of it is where you look 
at the tension of what the rhetoric of about democracy and some 
reality as well and then the fact that is being cut away from 
beneath because you don't have the autonomy    you think you 
have because you are uncertain about your future and the 
principal wants you to do this and you know you cannot resist so 
well any more because you are not entrenched.  
CE :   Oh so it is a question of teacher autonomy? 
BRIAN :   It is quite complicated now, you do not always recognise which 
way you are playing the game any more. 
CE :   So you are aware of the control? 
BRIAN :   Oh yes, but that is the Behavioural Studies background. But     if I 
am running a meeting, like, I run the gender one, when the     principal is 
there, there are two people who never put a word out of place, but as soon 
as he is not there they will say whatever they like,     and they are quite anti 
actually the whole process and as soon as he is   not there they go for it. 
They make life very hard. 
CE :   Interesting. 
BRIAN :   Not that he is authoritarian, not at all, he is very much the  
modern sort of principal but they know what power he has got. 
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RUTH :   He is very much 'I hear what you say, however'. 
BRIAN :   Oh yes, he says all the right things. (FG 1 15. 24)  
Brian has highlighted the vulnerability of the teachers. Their conformity    
before the principal, echoes the 'secret stories' of Clandinin and Connelly    
(1996 ; 28): 'The story of school and the school stories kept the teachers'     
stories silent as they lived and told a cover story'. Teachers feel unable to       tell 
alternative stories to the approved 'school story'. This is a subtle but       very 
effective means of control, the rhetoric of the administrators might  include 
democracy and equality, but, as Joan points out:  
JOAN :   I think there has been a great deal of subterfuge because there has 
been an appearance of increasing democracy. You know there are millions 
of committees and principals are inspiring leaders; they are     not little 
Hitlers any more and all of that sort of stuff and we are all having huge 
input into committees, but when it comes to the crunch     we are having our 
real authority stripped from us. (FG 1. 1,01.32) 
As with the chapter on the increasing stress experienced by teachers in this 
research, this chapter on control highlights the increasing uncertainty 
experienced by these teachers. They can no longer hope to stay in their    
college for longer that five years. They can not be certain what subject(s)      
they will be required to teach. 
5.1.1 Control of subject and assessment 
Chapter 6 Histories of Behavioural Studies Subjects shows that these      
teachers are experiencing increased control of their subjects because of the 
growth in the number of subjects and the decline in University        
intervention. This control is thwarted, however, because of the uncertainty      
of job tenure and the imposition of Combined Assessment Tasks (CATs)       
and Criterion Based Assessment (CBA). Teachers can no longer rely on their 
status as subject specialists and independent assessors of their classes' 
attainment. 
In 1984 the eight Senior Secondary Colleges were administered as a single    
unit. There was a superintendent of colleges who was responsible for all the 
colleges in the state. By 1994, the organisation of education in Tasmania had 
changed; the state was divided into eight regions, each with a      
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superintendent responsible for all schools from kindergarten to grade     twelve. 
One of the effects of this change was to make transfer between             school 
levels would be more likely. 
As noted in Chapter 4 Stories of Systemic and Administrative Change, in     
1984 the college teachers had their own union the Senior Secondary       
Colleges Staff Association (SSCSA), but by 1994, that union had been 
amalgamated with the Australian Education Union.  As a result, former 
(SSCSA) members could not necessarily expect their representatives to 
represent them in issues which might be seen to disadvantage other union 
members. As Knight (1993 : 12) argues: 
the ability of teacher unions to criticise or respond to the Dawkins 
agenda was impaired by their incorporation into    the ACTU4 apparatus 
and their support for the Accords, the ACTU policy on education, and 
the award restructuring process with its substantial (and deserved) 
salary increases    for teachers and the establishment of the Advanced 
Skills Teacher positions. The consequence once more was the 
foregrounding of industrial over professional concerns.  
Therefore, by 1994, teachers in senior secondary colleges could not depend     
on advocacy from a superintendent with special responsibility for the    
colleges, and their union acted in accord with the ACTU policies. The   
previous chapter has outlined a move in 1996 to create a break-away union     
for college teachers.  
5.1.2 Changes in how teachers are evaluated  
Teachers were controlled by traditional rewards such as recognition that      
they were a good teacher by their peers, the Senior Master/Mistress (SM) of 
their subject, and by their students. If they were not good teachers, they were 
controlled by the non-verbal cues of peers, by quiet words from their SM      
and senior staff and, in the colleges, by the mass exodus of students from     
their class! Now the AST3 is less likely to know if a teacher is a good       
teacher. The central administrators are not seen by teachers as overly 
concerning themselves with questions about teaching excellence. Instead,    
they are seen as asking more pragmatic questions: 
Is she multiskilled? 
                                                 
4 Australian Council of Trade Unions. 
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Does she ask awkward questions?  
Does she spend hours on out of school activities?  
Does she come to the pub on Friday night?  
Who in Tasmania is she related to?  
What sport does/did she play? 
How many courses has she been on?  
How many committees does she sit on?  
(Each of these questions were suggested as being significant to     
administrators by teachers. Note that 'Is she a good teacher?' was not 
suggested.)  
When I asked a principal about this he said that the Education Department 
accepted that all their teachers were good, that they were all qualified. 
Therefore for promotion, or decisions about involuntary transfer, other    
factors came into consideration. As Redican (1988 : 149) writes 'There is a 
growing perception that promotion relies not on doing the job of teaching     
but rather on what some teachers call, administrivia, showing your face at 
meetings and pastoral care'.  
Therefore we see a situation where teachers are less controlled in their   
primary job of teaching, in their face to face interaction with their students,  and 
the chapter on Histories of Behavioural Studies Subjects will show that they 
have increasing power over their subject. Rather, control is located in increased 
administrative duties, increased workload, and larger class sizes which make it 
more difficult for teachers to think about teaching. One     teacher did say that 
less time meant 'less time to bitch'. Also, the threat of involuntary transfer or 
requiring teachers to teach outside their area of expertise are formidable control 
mechanisms. Teaching outside the area of expertise also means that teachers 
cannot argue as subject specialists or 'experts' which reduces their power. 
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5.1.3 Control and the introduction of the Tasmanian 
Certificate of Education. (TCE) 
During the ten year period studied in this research Tasmania changed from   
the High School Certificate (HSC) to the Tasmanian Certificate of Education 
(TCE). Many teachers in this research felt similarly to the way Blackmore 
(1993a : 4) reports their Victorian counterparts responding:  
Deep seated anger was evident when asked about the reforms in state 
education. The restructuring was seen to be indifferent to the quality      
of teaching and learning and the fate of kids,...and as decimating a   
public education system in what was essentially perceived to be a cost 
cutting, anti union exercise rather than based on any educational   agenda 
by the state government.  
Many teachers can no longer accommodate to the complexities of all the 
subjects offered in the TCE (see Chapter 7 Workload Stories). The     
multiplicity of subjects is understood by a few administrators who are, 
therefore, in position of power. Teachers lost control because of the   
complexity of the system although they try valiantly to keep the system    
going. Teachers in this research point out that parents and employers also     
fail to understand the system: 
JO :   I mean people still trying to push through and staff are still      
trying to push through and I don't think it is going to stop until the whole 
thing breaks down and I think it will. I think that it is       inevitable that 
this is going to come to a grinding halt. 
SARA :   You also have the other side where parents don't        
understand what the system requires. When TCE was introduced they 
JO :   No idea 
SARA :   They just felt that they were totally inadequate 
NANCY :   (private school) Well even with teachers, when your own 
child, I said to the Physics teacher 'Will he do this? Is he capable of     
this? What does it mean?' and I know about criteria. (FG 2 20.22) 
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The introduction of the TCE, with its attendant Criterion Based Assessment 
(CBA) and Combined Assessment Tasks (CATS), served to centralise some      
of the control which teachers had formally had over their subject. The    
thinking behind CBA, as noted in Chapter 4, links directly with the ideology   
of economic rationalism. The aim of education now is to increase skills that    
are to be evaluated by explicit criteria. The expectation is that there will be a 
transference of skills to the workplace. Hargreaves (1992 : 89) notes that   
'Apple reports that the employment of technical criteria and tests makes 
teachers feel more professional'. This is not the case with these teachers. A     
few teachers like it, but more teachers find it deprofessionalizes them     
because it limits their control over assessment. 
 
The TCE was imposed on teachers without proper consultation and funding.  
NANCY :   I mean the way Behavioural Studies has been developed. I 
mean it is flying by the seat of your pants from year to year5. I just    
could not believe it when it was happening. That there was this       
course up and running and it hadn't been written yet! 
JO :   Well we have done that, curriculum on the run. I have taught   those 
sort of courses where you are teaching it and finally the Schools Board 
sends you a syllabus for it at the end of the year!  
NANCY :   Like this year when you weren't sure if there was a core or     
if it had been cut down or whatever. 
JO :   No, I just think that that has been par for the course. 
SUE :   And you get halfway through the year and you have to do an 
about-face. 
JO :   A back flip! 
SUE :   And you are trying you know, to hide it from the kids and     
make it okay for them so they don't get stressed out even more to     
know really what was happening behind the scenes. ( FG2. 24, 08)  
                                                 
5  See also Northfield & Winter (1993 : 180) who describe how a colleague perceives the 
implementation of the VCE 'The task for teachers has been likened to building an aeroplane 
while being expected to fly it. (One could add that the parts were not always available, we   
kept changing the plans, and there were people shooting at the plane)'. 
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This extract shows the imposition of change on the teachers in this research  
and the teachers' professional response: as Sue points out, 'And you are     
trying you know, to hide it from the kids and make it okay for them so they 
don't get stressed out even more to know really what was happening       
behind the scenes'. As Northfield (1993 : 13-14) found with the introduction     
of the VCE in Victoria 'Teachers have a remarkable capacity to act as a       
buffer between new and difficult challenges and their students while 
maintaining their primary function of encouraging learning'.  
Teachers have lost an element of control of their teaching. They feel unable      
to remediate problems which arise from the implementation of TCE. One of   
the problems discussed in a focus group was that of allowing students to fail 
whilst at the same time providing sufficient courses to cater for the various 
levels of student ability. Teachers in this research want to have control over 
their subjects to the extent that they can decide who passes and who fails.   
CBA and the desire of the administrators (and most teachers) to provide 
courses relevant to the needs of all students, has taken that control from     
them. The next chapter Histories of Behavioural Studies Subjects explains      
the complicated system of neighbouring syllabuses which have been    
designed to give some award to all students as long as they try hard.     
Teachers in this research find this system problematic under two situations. 
One is that if students don't work teachers want to fail them. The other  
problem arises where students find the work too difficult. They should be 
working at another level, but classes are fixed and maximised now at the 
beginning of the year and it is increasingly difficult to move students. 
SUE :   I agree with you on that I am just saying I think we should     
allow them to fail but TCE does not allow them to fail and I think that     
is really important. (FG 2 27.28)  
These teachers are highlighting their lack of control of their subject. Some 
teachers want to be able to fail students who do not reach required     
standards. This focus group were also concerned that teachers could not  
decide who passed and who failed because those decisions were made 
according to algorithms set by the Assessment Board.  
 128
5.2 CONTROL OF ASSESSMENT 
Assessment in Behavioural Studies consists of three parts:- 
1. Criterion Based Assessment (CBA) 
2. Combined Assessment Tasks (CATs)  
3. Examinations 
5.2.1 Criterion Based Assessment (CBA) 
CBA is an integral part of the TCE. All subjects are evaluated by CBA. The 
CBAs for each subject are different. Teachers have to mark according to    
CBAs. They are able to modify the CBAs with the permission of the 
Assessment Board. 
Students are under constant pressure (see also Chapter 8 Students in    
Teachers' Stories) and will now only do work which is assessed. They too    
have taken up the ideology of economic rationalism. Everything they do        
has to have a 'pay off' and that 'pay off' should be immediate. The 'deferred 
gratification' espoused by educationalists for generations is now questioned   
by students. They are increasingly reluctant to allow their education to get       
in the way of their schooling. 
NANCY :   (private school teacher) Oh, I see, yes. Well, say it is just 
general class tasks, everything they do I assess because there will be a 
proportion who just won't do it and I mean they need to cover the     
work to understand it. So I say 'Right I am assessing this', I don't do a 
proper assessment on it. I just do a cursory sort of, right they have     
done it and I don't actually use it for my assessment. But I don't tell   
them that.  
CE :    Because if you said you weren't assessing it they would not do it? 
NANCY :   Yes, some. (FG 2, 1.17.38) 
Behavioural Studies combines 50% internal and 50% external assessments.    
The non-pretertiary subjects are internally assessed. Internal assessment is 
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continuous.  Some teachers call this continuous 'harassment' rather than 
continuous assessment because it does not allow for mistakes, for   
experiments, for taking chances. CBA further intrudes into the relationship 
between staff and students by imposing external criteria (usually ten) that     
the teacher must evaluate, but which are not of her design.  
For most state school teachers, CBA has entailed significant increases in 
workload and in pressure on students, as these teachers describe. The   
alternate view of the teacher from the private school is also given. 
NANCY :   (private school) Well, I don't know if it is still the       transition 
time, but assessment is continuous, and it is, it is prolific       and a part of 
that is certainly teacher driven. 
SARA :   And the skills required in TCE! 
JO :   Too many criteria! 
SARA :   Yes, just look at Behavioural Studies and what is expected at  the 
end of the year exam, pre-tertiary exam. I mean you are going from what? 
Three, four essays- not that I am advocating, that that is the      right way to 
go- to doing eight mind flips in the exam and I would challenge teachers to 
sit that exam. Doing Soc 1 at the university      would be a lot easier for those 
kids to doing that exam.6 
SUE :   And you know what you are going to do. 
NANCY :   (private school) Even the Sociology section? Because that    was 
easy, my Psych kids looked at that and said 'Oh we could have    done that!' 
(FG2. 13.30) 
These students are then presented, in their examinations, with different criteria 
for each subject they study.  A student might write what their teacher may 
judge to be an excellent answer to a question but, if she does not satisfy the 
externally prescribed criteria, she will score low marks on that question.  
With the introduction of the TCE and CBA it has been necessary to have     
more teachers' meetings for Common Assessment Tasks (CATS). Teachers       
in this reseaarch generally like getting together and talking about their    
                                                 
6 See appendix 3 for copies of the 1984 and 1994 examinations 
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subject, but the CATS take away yet another aspect of the teachers'  
professional autonomy. The syllabus has always been a given, but now the 
method of assessment is a given too;, also, the timing of the CATS meeting  
now means that, even the sequence of teaching the syllabus topics is 
constrained. CATS mean that all students are doing the same topic at the    
same time with a consequent demand on library resources. Previously,  
teachers within a college would teach topics in different sequences to    
facilitate efficient library use. This is just another example of administration 
'getting in the way of' teaching and learning. The result is a 
deprofessionalisation of the teachers with increasing control from the 
administration. (Freedman in Ozga 1988) 
Some teachers in this research like CBA. They think that a student should        
be evaluated on several criteria. It means that teachers have to be more 
objective in their marking and also that students have to present work, not   just 
in answer to the question, but according to the criteria the teacher     decides to 
evaluate at the time7. 
CE :   Can I just ask you about CBA as you raised it? How are you  
finding it? 
BRIAN :   Quite liberating. 
RUTH :   It is fine now it is in. 
AVRIL :   I find it a problem. 
CE :   Was it hard to bring it in? 
RUTH :   Well I think originally, when we were all uncertain about       the 
nature this animal was going to take and the first year after     teaching 
Social Psych in this particular way you had to stop and go     'Oh! I can't 
do that any more, I have to do this and this and this and it was good. ' I 
thought it was great but there was a lot more work to reprepare the 
things which you had been doing for the last ten years,   but once you 
have got it in place, I thought it is nice. (FG1. 56.2) 
                                                 
7 All criteria must be assessed several times during the year but the teacher retains the       
choice of which criteria she will test on each of the internally assessed assignments 
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Some teachers in this research are concerned that CBA does not give an 
accurate enough picture of the attainment of their students. The amount of 
work involved in marking to criteria is enormous. However the vast      
majority of all students will achieve a Satisfactory Achievement (SA) award 
and teachers find the range of achievements within the SA grade too great. 
They are also concerned that it is more difficult to fail students. Jo,       
obviously a multiskilled teacher, gives this example from the English 
pretertiary subject. 
JO :   Whereas English C which I think is a fair thing, the criterion 
'communication' is an essential criterion, either internally or            externally. It 
is still open to a bit of fuzziness round the edges but it is you know, you sort of 
think and you do occasionally you think 'This    kid is probably going to end up 
with a pretertiary SA' and you think  'Oh, somewhere on the certificate' because 
SA is such a huge category from about 44/45% through to 65%, so they are 
going to end up with a pretertiary C award that basically says they're 
competent and you sort   of think 'they are not very good' and you sort of think 
'oh, oh, oh'. 
CE :   Now years ago what would have happened to that kid? Would he have 
failed? 
JO :   Yes 
CE :   But because it is criterion based assessment and you don't have to pass 
them all. You can fail one of them? 
NANCY :   Two  
SUE :   Two or four 
JO :   Well Behavioural has an even bigger net than ever 
NANCY :   Four 
CE :    So it means that students who have a real problem can get through the 
net? 
JO :   Well it is the point that Sara was saying before in terms of just                  
the diversity of tasks. I mean in principle it is good that we don't just          
 132
assess the same sorts of skills so the kid may be really good orally and        
really inadequate in terms of their written work and it is good that            
you get some kids being able to show their strengths in other bits, but       
also when all is said and done if a kid is not able to write! 
SUE :   In English! 
JO :   They are seriously disadvantaged in the world. 
SUE :   There are essential criteria that they should not be able to fail            
on like communication. 
NANCY :   They have it in Maths don't they? 
SUE :   Yes they do; so essentially he has to get a better than a C on this     
one or they can not pass. (FG2 34.20) 
This extract shows the decline in power of teachers to make evaluative 
decisions. Watkins (1993 : 66) argues that 'The skills of teachers ...[are] being 
isolated, fragmented and made more explicit so they can be more easily 
codified and measured'. This is all part of what Freedman (1988 : 133)   
describes as the labour process which leads to the deskilling or 
'proletarianization' of teachers. Teachers have been given no choice as to 
whether or not they introduce TCE, or whether or not they mark according     to 
criteria. However, teachers do not readily accept their deskilling, and      these 
teachers continue to demonstrate their professional concern as they discuss the 
issue of academic achievement. As the above extract     demonstrates, these 
teachers want to ensure that there are certain academic levels which students 
must attain before they can be said to have achieved a pass standard. Teachers 
accept that evaluation is now based on criteria, and they therefore want to 
introduce the establishment of 'essential' criteria in  some subjects. Students 
would have to be assessed as achieving satisfactorily on these criteria before 
they were awarded their certificate. Paradoxically, the introduction of 'essential' 
criteria further limits their professional independence. 
Another cause for concern for these teachers is the designation of the     
majority of students as SA, they feel that this broad classification devalues     
and negates the intensive process of evaluation throughout the year.  
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5.2.2 Combined Assessment Tasks (CATS) 
CATS are also an integral part of the TCE and, as with control of the subject 
itself, teachers are increasingly controlling CATS. The administration insists   
on CATS but teachers actually design, administer and mark them. The 
following extract from a focus group discussion at the 1994 meeting of 
Tasmanian Teachers of Behavioural Studies (TTOBS) anticipates the         
decline of TTOBS8. These teachers now find it increasingly difficult to spend 
three days at a TTOBS meeting. 
CE :   And what about the moderation that you have now? You know 
you meet and moderate a standardised piece of work is that helpful? 
ROS :   It was for me. 
CE :   You personally? 
ROS :   Yes  
JILL :   I think it is useful to get together and share ideas. 
BRIAN :   Yes it is good, but more for the latent functions rather than 
manifest. The theory about how TTOBS is supposed to come up into    
line only works to a degree. 
CE :   And is TTOBS satisfying its latent function of teachers getting 
together and sharing  problems and ideas?  
BRIAN :   Yes, like this three day seminar. (FG 1. 57.55 ) 
The introduction of CATS require one teacher from each school to meet      
other teachers to moderate assessments9 . These formal meetings seem to be 
taking the place of TTOBS which allowed for a collegial exchange of       
teaching tips, views and ideas in an informal setting. TTOBS has      traditionally 
                                                 
8 At a time when the power of TTOBS is declining, it is interesting to see that Kennedy (1995 : 
159), points to the growing power of professional associations as a result of the national 
curriculum. 
9 Interestingly, Northfield reports that 'verification' for state wide standards was discontinued 
in the VCE in 1994 and was replaced by identification of schools where results were atypical. 
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been seen as a forum for teachers of Behavioural Studies Subjects to get together 
but, partly due to increasing workload, and because teachers may well be teaching 
several subjects and cannot attend meetings of all their subject areas, the subject 
has become less important and consequently TTOBS is less important. 
With the decrease in the number of teachers teaching Behavioural Studies that 
resulted from increased class sizes and workloads, the make up of the 1996 
examiners meeting of teachers changed. There were fewer state school teachers 
because some of them were attending concurrent meetings in other subjects. There 
was a relatively large contingent from elite private schools, while the number from 
Catholic Schools decreased because the Catholic Schools have formed a Senior 
Secondary College which has led to a consequent reduction in teachers teaching  
Behavioural Studies.  
On the face of it teachers have more control of their subject; they write the 
syllabuses and they design their own CATS with some input from the subject 
adviser from the Education Department. They have examiners' meetings where 
they discuss the examinations and the CATS. These meetings are organised by the 
Tasmanian Assessment Board (formerly the Schools Board). On the other hand, 
they are less likely to be able to meet under the auspices of TTOBS, which is a 
professional teacher organisation; indeed, there was no TTOBS meeting in 1995. In 
1996 TTOBS had a short (fifteen minute) meeting at the end of the examiners' 
meeting. The formal and the functional has replaced the informal and the 
professional.  
This decline in the importance of TTOBS mirrors the decline in the importance of 
the subject. With multiskilling and uncertainty, teachers can not be certain that 
they will be teaching the subject in future years. This detracts from the investment 
teachers put into subjects. Overall, teachers are being de professionalised and 
rather than being multiskilled, they are becoming deskilled (Apple 1986 : 179). 
Administrators are becoming more prescriptive, not in the content of syllabuses, 
but in the function that syllabuses are expected to perform to satisfy the needs of 
employers, who are assumed to want skills which can be transferred to the 
workplace. In Apple's (1986 : 180-181) terms, the concentration is on knowledge 
and 'knowledge 'how' (to demonstrate a skill or display a competency), rather than 
on knowledge 'that' (factual information) or knowledge 'to' (think creatively and 
independently)'. But it is the learning of higher level cognitive knowledge which is 
more rewarding for teachers:  
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GWEN :  Well in teaching it is a beautiful time for me to 
actually see the penny drop in a kid's eyes and it can do that, 
which is just wonderful, sometimes, when you, when you   
have put things to them and suddenly they will put a      
couple of things together. They might suddenly work out  
what a concept map is and how it works, or they might 
suddenly realise when they are looking at institutions these 
abstract things, what they actually are. So that is really    
terrific, when I actually get kids to be critical of stuff that     
they read and see, that to me is just wonderful because this 
lack of acceptance of everything that is written must be 
absolutely ...  
5.2.3 Examinations 
Examinations also evaluate using CBA which are imposed on the chief 
examiners. The chief examiners are faculty members of the Sociology and 
Psychology Departments of the University of Tasmania10. The Behavioural 
Studies examinations are generally perceived to be educationally very      
sound. Students are no longer expected to memorise three or four essays to 
'dump' in the exam. They are expected to use the skills and understanding       
of the course to answer many different types of questions. Whilst most 
Behavioural Studies teachers like the new format it creates difficulties.  
Mention has already been made of the difficulty of obtaining teachers who   
will mark this complex paper according to the criteria laid down. 
Students also find it difficult to sit this type of exam: 
SUE :   But if you have got a really good kid who is trying to keep in 
mind that they have to do all these criteria, do, answer this question    
and make sure that they answer it in the way to answer the question   
and the criteria, and to do this actual, specific task. 
EILEEN :   It was just regurgitating. 
SUE :   I mean when we had to do it we only had to write essays. I    mean 
those, those people who had trouble with essays struggled, but I mean 
there were ways around it, but they have different tasks and activities. 
                                                 
10 From 1996, chief examiners are not necessarily university staff, they can be experienced 
teachers who are not currently teaching any pretertiary Behavioural Studies classes. 

 137
5.3 CENTRALISED CONTROL 
The TCE and CBA may be seen as forms of centralised control. Other aspects  
of centralised control affect many areas of school life including school 
management, gender equity and personal interaction:  
BRIAN :   Yes it stems out of the state wide plans, you know, 
every damned institution now has to have this plan and        
has to plan the priorities for the next three years, next five 
years. In a sense there is more control from the centre than 
there ever was because of the way these plans impinge on 
people, so we have superintendents who come to our      
college and check up to see where we are on the plan. I      
mean which of the priority areas going ahead with and    
which ones we have left languishing. (FG 1 27.58)  
As Blackmore and Kenway (1993 : 43) point out, 'the hegemonic potential of 
corporate culture lies in its ability to readily subsume and appropriate social 
justice and affirmative action strategies into its corporate planning, under      
the guise of representation and participation'.  
CE :   Am I right then, in interpreting it, then, in the subject Behavioural  
Studies it is free and its, the teachers have a lot to say about the syllabus. 
And I think I'm picking up that you are happy with them? 
AVRIL :   Um 
CE :   So in the subjects it's free and the students are freer, but the 
teachers are, have more central control? 
BRIAN :   Well, it is complicated because we have already said that the 
personality styles are no longer allowed to be authoritarian, but    
controls are being exerted now in different ways now. 
CE :   So how are they being exerted? 
BRIAN :   They are being exerted more bureaucratically, controls     
going, there is more bureaucracy involved in practically everything     
you do in colleges and there is less 'Do this because I say so' but more  
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'because it's in the plan and this is what you said you would do last        
year'. 
CE :   And is it accountability for teaching or is it accountability for         
other things like equality of the sexes and things like that? 
JOAN :   The government is saying 'We are giving you this little bag             
of money and we want back heaps of satisfied voters in your area'. 
CE :   So what we are getting at is really quite interesting, what we are 
getting then is less control in the subject you teach, teachers being           
more questioning? 
BRIAN :   Yes. 
CE :   And more centralised control tied to government money? 
BRIAN :   And promotion and staying in colleges. (FG1 24.25)  
Many aspects of school life are centralised including behaviour            
management: 
RUTH :   There is a policy for it now, there wasn't ten years ago! There         
is a specific policy which says If a kid does X then this is what happens. 
CE :  So is this another one of these centralised policies? Did it come        
from the state government or did it come from your school? 
JOAN :   We actually developed our own policy, but we may have           
been instructed to do so.  
JILL :   Think we probably did because there was an AST3... 
BRIAN :   Supportive school environment it was called. (FG1 48.08)  
This centralised control and accountability mean that teachers have to exert      
time and effort to maintain the bureaucratic imperatives placed upon them.         
As I think Jill was going to say, one of the responsibilities usually given to          
one of a colleges AST3s or assistant principals was discipline. Therefore it is    
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likely that an AST3 teacher, or assistant principal, would initiate a whole   
school policy to demonstrate that she was doing her job properly. This     would 
include several meetings to discuss discipline and written guidelines  for 
teachers. The AST3 was probably given the responsibility for discipline because 
a meeting of principals decided that discipline was an increasing problem. At a 
time of increasing workload this attention to the bureaucratic,   as well as being 
deprofessionalising, reduces the time spent on teaching.      This reduction in 
interaction between the teachers and students may well be     a cause of 
discipline problems. Teachers are also increasingly likely to refer students who 
present discipline problems to senior staff and counsellors.  
5.4 CONTROL AND MEETINGS 
One of the indicators of control for the teachers is their power and influence    
in staff meetings. In this section it is argued that there are fewer meetings of 
either the informal or formal kind where teachers have power. The     
Australian Council of Teachers (1995 : 2) have also noted that teachers 
experience more bureaucratic meetings, particularly related to in-service 
courses where teachers have little control. An example is given below of        
one college where the staff tried to institute a Staff Forum where teachers  
could debate issues and policies and demonstrate their views to the college 
hierarchy.  
5.4.1 Fewer meetings, both formal and informal, where 
teachers can have power 
Staff meetings were nominated by the teachers in this research as indicators    
of their increasing lack of control.  
JO :   Well, for example, Nancy is talking about committees. When        
our college was smaller we used to have committees and they were 
vibrant and busy and they were getting into lots of things. One of the 
decisions that was made, what three years ago? You could only be on  
one committee because people were getting burnt out so that was a    way 
of protecting people from themselves. Now we don't have any 
committees! When you think about it this is the way to reduce   
workload. Don't have any participation in the management structure!  
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NANCY :   (Private school) But that is totally against all the principles                  
of educational administration! 
JO :   Yes I know that, and you know that, but when it comes down to,    
what has to go? (FG2 54.18) 
Most teachers in this research wanted to contribute to the decision making                   
in college, but their increased workloads made this difficult. Similarly,                
teachers in this research are saddened that the informal social interaction                    
has declined.  
JO :   We used to have like lots of staff functions. We used to go round                
and have afternoon teas at people's places. We used to actually meet                      
in the staffroom for morning tea. 
NANCY :   (private school teacher) That is so sad,' We used to do this.                 
We used to do that'. 
CE :   You do it still do you? 
SUE :   We had drink sessions. 
NANCY :   (private school) Yes, we have drinks in the staff room on            
Fridays, now to be honest most of us women are usually off doing the      
shopping and collecting kids and the guys get to [go]. But we have got                
the option and they encourage us to and occasionally some of us. 
SUE :   Well I am in the same staffroom [as] Jo, which is about this size                 
for seven of us, and there will be many, probably only one morning                     
tea, probably at the most, one morning tea during the week that I                    
would see Jo  let alone even sit down to have a drink.  
NANCY :   That is the time when we are all there. If someone has got                      a 
birthday they have got to bring the cake and we all sing 'Happy              Birthday' 
and that is when announcements are made. 
JO :   Our campus spreads over two city blocks.  
NANCY :   Oh yes! 
JO :   I mean by the time Art gets there it is time to go to lunch!  
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SUE :   Yes, but even in our own staffroom. Someone will say 'Have     you 
seen Joan today?' You go 'eek', it is four o'clock you go 'No! 'You    say 'I'll 
just see if her bag is near her desk' and that is it. 'Oh yes her   bag's here, she 
is in here somewhere'. 
JO :   She must be here. 
SUE :   'Hang on I will look at her time-table. No she is not teaching,    erm 
She could be anywhere, where would you look? '  
NANCY :   This is very enlightening for me. (FG2 55.52)  
However, the overall numbers of meetings have not declined because 
centralisation requires more meetings to inform and control. Professional 
development has become increasingly provided for all staff en masse. As Hogan 
(quoted in Clandinin and Connelly 1995 : 127) observes, 'Professional 
development, according to the sacred story, is not an occasion for informal 
activities in personal settings, but a time for formal activities in professional 
settings'. This desire of the administrators to depersonalise staff meetings     and 
particularly professional development is seen as efficient by them but is seen as 
counter-productive and controlling by the teachers.  
There is a marked variation between the state and private schools as may be seen 
by the following extract. 
NANCY :   (private school) But I would like to put in that I have a lot           
of job satisfaction where I am. I have a huge amount of job satisfaction. 
JO :   I have heard other people say that there is a difference between 
government and private schools. 
NANCY :   Well we do, well you feel as if you have a lot more say, it is a 
much smaller organisation so you can have your say. Every Monday 
morning you can have your say. We have a staff meeting every          
Monday morning. So, yes that is good. Okay, there is sort of the extra     
sport and extra curricular activities and all this sort of stuff and we          
have had a kind of committee looking at the fact that we are           
overloaded at the moment, but as soon as...  
SUE :   At least you have a committee that recognises that you are 
overloaded! 
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NANCY :   But as soon as we all said 'look we are feeling a bit 
overloaded’ a committee was formed and they are looking into it       
now. But we have a Saturday morning sport and then we have a 
Walkathon on Sunday, kind of, twice a year and stuff like that. (FG2 
53.02) 
MICHAEL :   (Catholic private school, has taught in a college) Yes, that   
is an interesting one, there is one of the real big differences between      
the state and the private school system, the private school system is    
very small anyway and they have a much closer relationship because 
physically you know and associate with the thirty staff. If you have      
one hundred and twenty, and twenty or thirty  of those are part time, you 
have staff you have never physically even seen. The relationships 
between staff members of the private schools is very good, very 
supportive what are they? What do they call it in terminology? They     
are strokers, catchers and strokers. The religious background probably 
gives you that as well but that is very good, that is very pleasant to   
work in, that is. I don't know about big schools, I have not been in    
them, for very long now, but that has sort of disappeared in the    
colleges. The colleges tend to break up into groups, much smaller sub 
groups, with no overall corporate feeling at all. That is often    
exacerbated by there is nowhere for the college to meet as a corporate 
entity anyway. So yes, staff relationships I believe are sort of 
compartmentalised and factionalised. They can still be quite good in 
particular departments, but that depends upon the people who are   
there, not on the task they are doing, or their community of interests 
whatever it might be so I think that is a real problem for the   
economically efficient school, because the economically efficient       
school is one that is basically so large that you will not have any sort      of 
corporate staff identity, you will not have. I don't know what the 
situation is now, the last two or three years I was at John's College you 
could not even get enough staff together to hold a staff annual general 
meeting and dinner at the end of the year, to me that is a bit of a  
problem. 
These teachers in private schools are able to highlight the differences     
between the state and private school. Coupled with this is the sense of 
belonging and caring which the teachers experience in the private school. 
Private school teachers emphasise that their relationships with other staff       
are of major importance in their job satisfaction.  However, they too are now 
claiming deteriorating interpersonal interaction, increasing administrative 
responsibilities and decreasing job satisfaction over the last few years. 
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that decisions were being taken over which they not only had no control,             
but over which they had no say at all: 
The most striking feature here is the teachers' view of their position              
as being one in which they can exert little or no influence over         
Education Department decisions...There was a widespread feeling       
among the teachers that they were 'cogs in the wheel' of a massive 
bureaucratic structure and that they received insufficient appreciation         
or respect and consideration as individuals from their employer.  
We were experiencing radical social change and wanted increased control  over 
our lives and our college. We wanted to achieve what Blackmore (1993 (a) : 17) has 
described as 'a sense of belonging and ownership of the change'. 
The minutes of the first Staff Forum set out its aims: 
The Purpose of the Staff Forum 
1) Is to improve Communication within College. It is not  just a 
gripe session although this certainly is the place to indicate 
discontent. 
2) The power of the Staff Forum is founded on the goodwill, 
expertise and support of all the staff. The aim is to have more 
open decision making and a reference point for  College direction 
on a range of issues. 
3) The Staff Forum gives an opportunity for decision making 
groups within College to seek staff views, collect ideas and 
information, to use the expertise and experience of the 'ordinary' 
staff and as such it will come to be viewed as a resource to be 
valued.  
The principal agreed to allow a Staff Forum (the fact that he was asked for his 
permission says much about our perception of his power). He and other senior 
staff attended the meetings of the Staff Forum. 
Until this time staff meetings had been used to announce changes; debate was 
limited and the administrators decided the agenda which was never published in 
advance (although sometimes a brief description of what would be discussed at a 
staff meeting would be mentioned on the daily staff news sheet). 
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Now teachers wanted to discuss changes and wanted to give voice to our 
considerable knowledge on the likely effects of change. We believed we had 
much to offer to the discussion and that our understanding of the situation 
might clarify the change process and cause the administrators to reconsider 
some aspects of change. As Waller observed in 1932 (quoted in Hargreaves 
1996 : 12) 
the commonsense understanding which teachers have of their     
problems bites deeper than do the maunderings of most theorists. 
Teachers will do well to insist that any program of educational reform 
shall start with them, that it shall be based on, and shall include, their 
common-sense insight.  
There were two chairpersons, one male and one female, to chair the      
meetings alternately. A male colleague and I were encouraged to take the   
chair. Teachers told us that our names were nominated because we had the 
respect of the teachers. We were returned unopposed. 
All matters to be raised were noted on the agenda and circulated a week  before 
the meeting. Any member of staff could raise an issue for:  
• Information -in which case they were allocated time to inform   
staff.  
• Discussion-in which case the matter was open for general 
discussion. 
• Recommendation-in which case a vote would be taken at the end of 
the discussion time. 
The staff had no formal power hence the term 'recommendation'. All they 
could do was recommend to the principal and senior staff the views of the  
staff. 
 
I chaired the Staff Forum in which the staff voted not to make a subject 
compulsory.  
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Part of the Staff Forum Agenda Tuesday 1st December 1992 
For Recommendation 
1. That the College Council and the Curriculum Committee be  
requested to review the compulsory nature of the Personal  
Development Course now that a detailed syllabus statement is  
available. 
2. That 1993 be considered a trial and evaluation year for the Personal 
Development Course on a non-compulsory basis. (part of the Agenda   
of this meeting) 
These recommendations were voted on and carried by the staff with a large 
majority. The reasons for these teachers voting against the course included the 
following: 
• Some teachers thought that 'pastoral care' was an integral part of      
teaching and did not wish to formalise 'care' into a subject requiring 
timetabling.11  
• The attempt to formalise and increase control of pastoral and social    
aspects of college life could have unintended consequences. At a time of 
increasing workload teachers would be more able to say to students with 
problems, 'talk to your Personal Development teacher'.  
• Making pastoral care a course which is evaluated affects the interaction 
between students and teachers and can lead to a more instructional      
rather than personal interaction between staff and students. This could,      
in the long run, be less effective and in the short run might be less 
rewarding for teachers and students. For many teachers long term 
interaction with their students allows interpersonal understanding       
which is a process which is built up over time, whereas now it seems       
that carefully nurtured relationships are likely to be displaced by 'a quick fix 
solution'. The Principal actually told me they needed the Personal       and 
Social Development Course because he 'had to do something about   the 
graffiti!' 
                                                 
11 For further discussion of the place of pastoral care see Knight (1985 : 5) 
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• Some teachers were concerned with the value code of the course. It was 
seen as extremely permissive and at odds with the religious values of    
some of the staff and parents. 
• Some teachers were concerned that the introduction of a compulsory  
course had timetabling and staffing implications at a time when teachers 
were trying to keep their jobs. 
• The compulsory nature of the short, non pre-tertiary, course had 
implications for the number of pre-tertiary courses students could study.    
If a student was forced to take Professional Development then the timetable 
only enabled them to study four pretertiary courses in a year (some 
students study five pretertiary courses in a year). This situation could 
influence university entrance requirements. 
• Most teachers did not want any compulsory subjects, (subjects are rarely 
made compulsory at the college level, although one college does insist       
on one subject from the Maths area, one from the English area and one  
from the Social Studies area). 
• The assistant principal who was promoting the course was seen as 
a) ambitious and seeing this compulsory course as an avenue to   
obtain promotion. 
b) friendly with those teachers who would be teaching the course, 
hence ensuring they kept their jobs. 
The assistant principal said he would 'market the course' strongly. The staff 
agreed that he could do this. 
 
We returned to college in February 1993. The assistant principal ensured      that 
during the enrolment procedures of the college, in the first week of      term, 
students were handed a sheet of paper about the subject which was interpreted 
by some students as meaning that the subject was compulsory. 
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John's College 
 Personal Development Course 
 In the past years John's College has offered its Student 
 Support program12, which all students have been   
required to attend, as one hour per week over the       
course of the whole year. 
For 1993 we're doing it differently and better. 
 You are asked to enrol in an eight week Personal 
 Development Course as part of your College program. 
 
Teachers came to me saying that enrolling students thought they had to      
enrol for the Personal Development course although the staff forum had    
voted that it should not be compulsory. I approached the assistant principal 
and told him of the concerns of the staff. He was furious with me (he did 
apologise later). The type of behaviour he displayed towards me has been 
described by McCarthy et al (1995 et al : x) as 'bullying'. McCarthy et al 
describe, in their investigation of managerial styles in restructuring    situations, 
'disturbing levels of inappropriately coercive managerial  behaviours and 
evidence of their potential to degrade health and well       being, and 
productivity, in organisations undergoing restructuring'. Eventually, however, 
the assistant principal did agree that the teachers      could tell the students that 
the Personal Development Course was not compulsory. Within a week I was 
involuntarily transferred. As the Sunday Tasmanian (23.10.94 pp. 4-5) observed 
                                                 
12  This was what would be seen as 'form time' in high schools; in colleges it was called 'group 
time', a chance for staff to talk to their own group of students and informally monitor their 
progress. It was a time to check up on attendance, fill in examination entry forms and socialise. 
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'Those who ' openly question    ministerial apathy and the structure of the 
education system do themselves or their career little good'. 
Otto (1986 : 109) points to 'a feeling of powerlessness in relation to the wider 
education system and particular aspects of it with which teachers disagree' as a 
condition which troubled highly stressed teachers (This issue is discussed in 
greater detail in Chapter 9 Stories of Teacher Stress). The Staff Forum soon ceased 
to exist. (In 1996 it has been reinstituted because there is a more democratic 
principal, however it seems that most teachers no longer attend.) Ozga (1988 : xi) 
has pointed to the different sorts of risks involved where control is 'professional' 
and where control is imposed: 
At the heart of the question of strategies of control is a division between the 
use of the ideology of professionalism, which fosters worker compliance and 
co-operation but carries attendant risks... and more direct, prescriptive 
strategies which produce risks of a very different nature, that is hostility, 
subversion and organised resistance.  
5.4.3 More bureaucratic meetings where teachers have little 
control 
Chapter 4 Stories of Systemic and Administrative Change described the rhetoric 
and reality of professional development. Teachers feel that there are not sufficient 
meetings where they can be influential, but that there are too many professional 
development courses which are not effective and which are seen as a means of 
control. Many teachers in this research feel that the meetings and courses are not 
useful to them. 
BILL :   Avoid! Avoid! Avoid! Too many, too many meetings, courses too 
often irrelevant, and conferences often irrelevant. Lack grass roots input 
often, not in the actual meetings and things, but in the actual deciding on 
agendas, courses and things are necessary. Lack of consultation I guess, 
paternalistic, good for you like your greens. 
Some teachers in this research think they could and should be useful but that they 
are not attempting the essentials like retraining teachers to teach less able students 
or to teach in other subject areas. Teachers in this research generally wanted in-
service training to concentrate on their teaching areas. However, that is not the 
policy of the administration. 
 150
GWEN :   Now, obviously a way to deal with teacher stress and improve 
your teaching excellence and to all those sort of things is to have courses, 
conferences and meetings which theoretically you should be able to do 
staff development, which will help teachers overcome some of these 
things. Unfortunately it does not happen. Most of the meetings, courses 
and conferences that people go to tend to be listening ones, where at 
times, I mean I have been to ones myself which I have found to be really 
good because it has given me extra information but the meetings, courses 
and conferences I think we should be aiming at are virtually like 
retraining; because I think that is what the actual needs are there. I would 
say that one third of staff at Doncaster need retraining because what they 
are doing is so inadequate for the needs of students they teach. Any 
oomph they had in their teaching has gone but they actually need to re-
learn a lot of those skills which they don't seem to have. But it is so 
difficult to organise that because once, especially if you have reached 
some sort of a senior position; suddenly being told that your teaching 
skills are not up to much, which is what the situation would be at 
Doncaster is going, is going, you know, it just won't, it is too difficult, 
even to suppose it happening. Unless we say 'Okay the whole staff has 
got to do it!' Which is a bit like teachers with naughty children, sort of 
picking up on the naughty ones, who keep the whole class in. So I mean, 
the courses and the conferences that need to be done, unfortunately aren't 
the ones that are being done, partly because they are in the too hard 
basket, partly also this feeling of 'Why is Greg doing this? What expertise 
does this person have to tell me how I should be doing things?' You have 
got to have again people with credibility. Some of the stuff that comes 
from within the college can be very good but again it is, you need a 
support, a feeling of 'Yes we all need this, we all need to update our stuff 
and if you did it that way you would probably get somewhere but 
unfortunately a lot of the meetings, courses and conferences that people 
go to as part of the staff development thing have been quite small, they 
are subject based, I mean they are quite important really in themselves 
but as far as actually doing something for the whole school which is 
something they should be, I don't think it is really happening. Actually 
there is something on next Monday about sexual harassment and it is an 
all college, you know obligatory to attend, two hours. It will be very 
interesting because you get feedback from that and unfortunately 
anything that everybody has got to attend and as I say it is after school as 
part of the extra days thing , you are going to get people saying it is 
awful, even before they have been anywhere. I say it is a pity because 
there is a lot of stuff I think, given a bit more support we could do really 
well I think. 
 151
Teachers in this research generally want in-service courses which will help 
them be better teachers. They always want more time to talk to other teachers 
in their discipline to make their teaching easier and more effective. 
GWEN :   Well it could be because we came up with a very good idea     
to get different faculties together to give them some time to actually      do 
some organisation which they had not had time, and Greg said that 
wasn't how it was intended. Even though I felt we put a really good    
case for it. What he is doing now, he is doing these obligatory things.    
He feels that head office wants you to do things to do with sexual 
harassment so we are having two hours on sexual harassment and      
then we are going to have a take break till a quarter past eight and do   
our faculty meetings then. You can just imagine how useful that, is   
going to be at a quarter past eight, and even the thing of not even 
counting the tea breaks. Instead of leaving at seven thirty, because we  
are having a tea break we are starting at a quarter past eight. I mean 
that's the sort of idiotic thing which no other school would do. No, it  
puts your staff off side to start off with. So I mean don't give me a     
bread roll with your soup I'd rather leave at seven thirty! That is     
exactly what is happening. 
Teachers feel deprofessionalised when they are treated this way and the    
result is that they no longer attend meetings or functions that are not 
compulsory. NBEET (1994 no. 24 : 91) has argued that  
The role of the Principal and other school executives is crucial in 
facilitating workplace learning by teachers. They are most helpful for 
teacher learning where they establish and maintain structures which 
enable teachers to share ideas and learn from each other. 
That sort of in-service training has been displaced by the whole of school 
training on centrally decided topics. Some principals seem to believe that      
this sort of training will weld the teachers into a community. Probably all it 
does is weld them into a group who 'turn off' when forced to attend meetings! 
MICHAEL :   I only have one word, two words about meetings,     
courses and conferences. I hate them. I can honestly say in the last   
twenty years I have never been to a conference that has been of any  
value whatsoever. Meetings and courses are a necessity, but   
nevertheless unpleasant. 
Many teachers in this research see meetings courses and conferences as a 
means of controlling teachers' time at a time when their workload has increased 
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and they would like to use their time for their students, their    subjects or to 
just recover their energy. 
5.5. CONTROL AND INVOLUNTARY TRANSFER 
Involuntary transfer is perceived as a major control mechanism. It is    
perceived as both a mechanism for control by the Education Department      
and as a mechanism for control in individual colleges. 
As pointed out earlier, there has always been an element of involuntary 
transfer in the colleges, but usually the numbers were few. As described in    
the previous chapter, involuntary transfers increased with increased  
workloads larger class sizes and a declining student population. In 1993 
involuntary transfers were seen to be arbitrary and sometimes vindictive     
and, as the focus groups were held at the end of 1994, this is the aspect of 
involuntary transfer that teachers are discussing in the focus groups. In 1994     
a formal policy was developed that all teachers who had been in place for, 
initially, fifteen years, subsequently reducing to ten years, then seven years, 
and finally to five years -would be involuntarily transferred. Some teachers,    
in 1996, had not been transferred although they had been in place for longer 
than fifteen years. Some teachers were given an extra five years in their 
colleges, some teachers had been given an extension of one or two years and 
many teachers were involuntarily transferred. The situation in 1996 was      
such that those teachers who had taught in a college for seven years were to   
be transferred. In one college 'thirty odd' and in two other colleges 'twenty  
odd' members of staff received the dreaded letter. Administrators are perceived 
as targeting college teachers in particular: 
BILL :   There is a number of people in the hierarchy now who are       
well known for their anti-college sentiment, and I just think they see   that 
as a good way of actually getting, what they believe to be, a troublesome 
ivory tower, sort of broken up and dispersed, you know      if you have 
got a rebellious group the best way to reduce or to get rid     of it or to 
make its effectiveness less is to split it. 
SUE :   They are targeting the colleges because they think they live in 
luxury. 
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NANCY :   (private school) So they are going to have a complete 
turnover? 
CE :   I heard that, where did that come from? 
SUE :   Who is the guy? 
SARA :   George Rodney. 
SUE :   One of the guys, one of the superintendents? 
SARA :   It's George Rodney, he apparently doesn't like college teachers.  
JO :   Because we are slack.  
SARA :   And have our own agendas. 
SUE :   Yes he thinks we don't do anything. He has this stereotype of 
college teachers He has never been in a college I think he was       
principal of Oakdale or something?  
SARA :   The person I was thinking about was from Upton. 
SUE :   It might not be the same person, but he just has this target    
group, colleges, because he doesn't realise what it is like. A lot of high 
school teachers don't think that we do anything either, we get it from 
them all the time, a lot of friends who teach who teach in high          
school will say 'Oh you have got it easy'. (FG2 108.34) 
The power which can be exerted by one of the administrators is     
demonstrated here. Just one powerful man can suggest a policy change    
which, on the face of it, seems reasonable. It is also interesting that this is       
one of the few accounts of actions affecting teachers where a particular 
administrator rather than 'the administration' is cited as cause. Also   
interesting is that the behaviour of the administrator is accounted for by his 
personal biography. In this most threatening of control areas, (in that 
involuntary transfer can affect the whole of a teacher's life, if they have to 
uproot their family when relocated, rather than just their school life) 
 154
explanations for change are described in terms of personality and malice. 
Teachers' explanations in this research thus locate change either in a reified 
'administration' or in a particular administrator's personal history. Neither      
of those explanations empower teachers to challenge the policy because    
policy is not located as a negotiated outcome of personal interaction. It is a 
product of an abstract 'administration' or the interior workings of an 
individual's mind, neither of which provides an opportunity for challenge. 
The reality is, however, that not all of the teachers will be transferred. It    
seems the policy is now to review each teacher, to listen to arguments as to why 
teachers should be allowed to remain in the colleges and to suggest transfers, 
but some teachers will be allowed to remain. This was not made  clear when 
the policy was introduced in 1994 and there is much questioning    of the 
decisions to allow some teachers to remain in place whilst others are 
involuntarily transferred. Teachers in this research give many examples of 
exemplary teachers who have much to offer this age group of students being 
involuntarily transferred. For example, teachers question the wisdom of       
able women teachers in the sciences, who act as role models to girls, being 
transferred to situations where they may no longer teach sciences. 
In 1996, teachers who a few years ago would have confidently expected to 
remain in their positions till they retired, told me with delight that they had 
been guaranteed tenure in a College for another year or another two years.   
This uncertainty followed by certainty is an effective tool of control. The   
reality is also that many teachers and their families will be uncertain for 
considerable periods of time. At one college, the principal explained the 
situation as being that 'teachers will be given an opportunity to review their 
situation and discuss the contribution they can make for the next five years. 
Some may opt to do service in category A schools'. This is an example of 
management language, it sounds eminently reasonable. However, when I 
asked if any of those transfers would be involuntary the reply was that 'if a 
teacher from a category A school did request a transfer, then they would see    
if they had any vacancies and, if necessary, they would involuntarily      
transfer teachers'.  
It does seem fair that teachers in 'hard to staff 'schools should have the 
opportunity to transfer. But the main issue is that the management has used the 
whole involuntary transfer 'scare' as a means of control over the teachers. 
Teachers still see involuntary transfer as a distinct possibility and it acts even 
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more as a form of control because the goodwill of the principal and 
management is crucial to re-appointment to a college. The reality is also that 
this exercise costs time and money. I was told that one deputy superintendent 
will spend almost half a year interviewing teachers who have been in schools 
for seven years or more and that another person has been employed to arrange 
interviews and do the paper work. There are also effects on parents, some of 
whom sacrifice much to send their children to private schools, rather than run 
the risk of sending them to a college where 'thirty odd'13 teachers have been so 
disrupted and where there is still considerable uncertainty as to staffing. 
There seems to be no reason why some teachers are moved and others remain. 
The only people who are fairly certain that they will remain in place are those 
who have undertaken recent training in the work related skills area and those 
who have worked in the areas of the transference of skills to technical colleges. 
As Knight et al (1993 : 2) points out this demonstrates the prioritisation of 
vocational over 'general' and 'theoretical' education at the post-compulsory 
level. Those who have been recently promoted are also secure as their 
promotion starts the clock again on their tenure in colleges. This makes 
promotion even more desirable and makes it more likely that some teachers 
will carry out 'promotion effective' tasks rather than 'teaching' duties. 
The effects of involuntary transfer are wide ranging. It affects not only the 
teachers who are transferred but it disrupts the work of other teachers. Present 
and intending students and their parents are uncertain if expert teachers 
experienced in the subject and in teaching the age group will be available to 
teach. Teachers are not able to devote themselves to their current students if 
they are worrying about where they will be next year. The result has been 
increased control of teachers by the administrators. 
 MICHAEL :   At the present moment I suspect involuntary transfer's not 
a philosophical idea, it is just a convenient threat from the Department to 
force people to move at someone else's demand, someone else's pace, 
someone else's tune. 
Some teachers in this research also suspect that involuntary transfer is a means 
of forcing teachers to resign without making redundancy payments to them:. 
                                                 
13  I originally heard that forty teachers out of a staff of approximately eighty were to be 
involuntarily transferred. I felt justified in telephoning the principal to enquire if this was the 
case as my daughter was attending that college. The principal would not give me the exact 
figure. She said it was not forty but that it was 'thirty odd'. 
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KAY :   There was a lot of uneasiness at Tasman. We knew 
somebody, or we knew people would have to go and there was 
just that uncertainty. 
 
EILEEN :   Yes was it going to be you or me? 
KAY :   There was a friend of mine that was on the list. She just 
didn't know what she was going to do and she was .5 and she 
wasn't going to go .5 into a high school, but she did not want to 
go full time. She was actually going to resign. If she got 
transferred she was going to resign but  she was not prepared 
to resign yet, but one of the other teachers, but one of the other 
teachers has resigned. 
LEENA :   Well I'm sure that this is a ploy to make them resign. 
DONNA :   It could be too.  
EILEEN :   How many did we have transferred out last year? 
We have had five resignations from those teachers. 
DONNA :   From those that were transferred? 
LEENA :   No! Ours were those with the cutbacks. Ratios of 
teachers to students we lost twenty. Was it twenty of us? 
EILEEN :   We have had five resignations. 
LEENA :   We lost a hell of a lot, 16? It was a lot of staff. 
CE :   Out of a total school staff of? 
EILEEN :  We are down to 88 now so we would have been 
about 100. 
LEENA :   I would have thought we had over 130 at one stage? 
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EILEEN :   Um 
 LEENA :  We lost a lot it was nearly 20. And as it is, what 5 
resignations out of those? 
CE :   How about you? (to Clare) Do you teach in a college? 
CLARE :   Yes 
CE :   How many did you lose? 
CLARE :   Is it ten? 
BECKEY :   About that, 10.6. 
CE :   Out of a total staff of? 
CLARE :   About 60 at the time was it? Or not that many? 
BECKEY :   A bit over 50 I think. (FG3. 04.13) 
It is difficult for these teachers to know exact teacher numbers as many teachers 
in colleges are part time, particularly those who teach evening classes:  
CE :   So do you see it as a means of controlling teachers?  
MICHAEL :   I would say it is a discipline technique, yes, in fact it may be 
more than discipline, it may in fact be used to hasten early retirement. 
Again the baby boomers are within less than 10 years off retirement, that 
is if they bug out at 55, so the Department can actually put pressure on a 
51 year old 52 year old and say. 'You have never been out to World's End 
or where ever they select, involuntary transfer is there, you have to teach 
there at least for the next three years'. You then force that individual into 
making some very sharp decisions and in some cases it may be that that 
individual will simply opt out of the system, go for early retirement, and 
retire, work out how to pay the remaining years of their super, try and 
find another job, or as my brother did, go on the dole, and simply pad 
out the next five years until the super scheme cuts in. Now you can do 
that after 50, so I suspect it is just a very thinly veiled threat to teachers. 
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Some teachers feel forced to resign or to ask for leave without pay because, for 
example, they feel they cannot teach primary school students if they are 
secondary college subject specialists. One case I know of entailed a man who  
had taught English in a college for over twenty years being moved to another 
part of the state to teach a vertically grouped class of grade four, five and six in 
a primary school. He lasted till Easter and then resigned. There are examples of 
teachers of subjects like Sociology, Psychology and Electronics, which are 
taught at Senior Secondary level, but not taught in the high schools, being 
allocated to high schools to teach subjects they have never studied at university 
level. 
5.6 CONTROL AND THE CONTESTATION OF STRESS CLAIMS 
During the change process there were increasing numbers of teachers 
experiencing stress. (see also Chapter 9 Stories of Teacher Stress). There has 
also been a backlash from some members of the public who can not understand 
the increased stress claims from teachers as the following item from the 
Mercury (7.9.1994 p11) indicates:  
Teachers have reacted angrily to claims that public servants are 
rorting stress compensation. The Australian Education Union 
Tasmanian Branch said teachers were suffering from stress in 
increasing numbers because of government cutbacks in 
education. AEU secondary colleges officer Trish Moran and 
membership welfare officer Julie Poate said yesterday teacher 
numbers had been cut by nearly 20% in the past four years 
while student numbers had remained stable. In the same 
period there had been a significant increase in the number of 
special needs students in regular schools. Student violence 
against teachers had also escalated because of inadequate 
support for troubled students. 'Many teachers still resist taking 
stress leave, preferring to use their sick leave and avoid the 
odium created like those in The Sunday Tasmanian,' Mrs Poate 
said. 
Tasmanian Chamber of Commerce and Industry executive 
officer Sonny Azzopardi told the Sunday Tasmanian 40 to 50 
per cent of disputed workers' compensation claims were 
stress-related, with 75 teachers and 25 police officers alone 
involved in claims. 
Mr Azzopardi said the Workers Compensation Act had to be 
changed to prevent rorts. He said stress claims had more than 
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doubled between mid 1990 and mid 1993 and the TCCI wanted 
stress to no longer be claimable when related to personal 
problems or 'reasonable actions' of employers 
 
Mrs Poate said; 'Sonny Azzopardi's complaints about workers 
claiming compensation for stress brought on by personal 
problems are an insult to teachers'.  
The Workers Rehabilitation and Compensation Act 1988 was amended in 
August 1995. Union and Education Department commentators agree that the 
result will be to make it more difficult to obtain workers compensation for 
stress related claims. 
(1A) Compensation is not payable under this Act in respect of 
a disease which arises substantially from- 
(a) reasonable action taken in a reasonable manner by an 
employer to transfer, demote, discipline or counsel a worker or 
to bring about the cessation of a worker’s employment. 
(Tasmanian Chamber of Commerce and Industry and Industry 
Safety and Mines, Tasmania Development and Resources 
training paper. part 111, 1995) 
This increases the teachers’ perception that the administration is controlling 
rather than caring.14 Rather than try to amend the situation which is causing 
stress, the administration is intent on reducing its liability to be responsible for 
the stress it induces. 
CONCLUSION 
Stenhouse (cited in Goodson and Hargreaves 1996 : 188) is reported to have 
concluded in 1984, after twenty years experience in the Humanities Teaching 
Project, that 'the way to better schools lay in increasing the number of teachers 
who were not continually frustrated by the system'. My research shows that the 
system is increasingly frustrating and controlling teachers. When policies are 
brought in which teachers do not like, teachers do not seek dialogue with the 
                                                 
14 There is an Employee Assistance Program available for teachers, I was not aware of it until I 
did my research and no teacher has ever mentioned it to me.  
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administrators in the Department. They are increasingly afraid of reprisals if 
they seek to debate issues. As this front page headline of the Sunday Tasmanian  
 
(16.2.97 p.10) indicates, 'Tasmania's state school system is sinking and teachers 
watching it go under are too fearful of repercussions to blow the whistle'. It is 
one of the findings of this research that the teachers maintain that 'the 
administration' does not care. It may well be that administrators do not care, 
but it is also likely that they do not comprehend the effects of their decisions 
and that there is no mechanism for collegial explanation because of the 
hierarchical nature of the Department. 
Superintendents visit colleges and 'lay down the law' as to the changes they 
want to institute. There is little debate and probably little continued thought 
about issues on the part of the administration once decisions are made. It is 
only when problems arise and 'band-aid ' solutions do not suffice, that 
administrators are forced to reconsider decisions. There is no avenue for 
constructive discussion. 
The issue of control is complex. The ideology of economic rationalism is 
product orientated. The administrators, in the form of the Secondary 
Assessment Board, control the product. They award the TCE Certificate and 
decide the algorithms15 for determining Satisfactory Achievement (SA), High 
Achievement (HA) and Outstanding Achievement (OA). The Education 
Department officers control the plans for schools, they control the purse strings, 
and they demand accountability from the teachers. In their assessment of 
accountability they are also looking for a product; for example, teachers have 
talked of the gender equity initiatives 'All the teachers in this college have 
attended three gender equity in-service meetings and have appointed a teacher 
to deal with sexual harassment for both staff and students'. In this, and similar 
situations, the system administrators are controlling the product, they are not 
aware of the process, they do not realise that 'the greatest joke was made of the 
construction of gender' as Avril found (reported in Chapter 4 Stories of 
Systemic and Administrative Change). 
As a result of increased workload and multiskilling teachers have felt 
constrained to modify and simplify their syllabuses and their evaluation 
                                                 
15  See appendix 2 for the syllabus of pretertiary Behavioural Studies which also outlines the 
algorithms which decide awards. 
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strategies. They have not questioned criterion based assessment per se, but they 
have modified it in relation to their subject. Teachers do now have more control  
of their subject16 (see Chapter 6 Histories of Behavioural Studies Subjects) but, 
as argued above, this is probably because the subjects are declining in 
importance and also because the administrators are not concerned with the 
process, or the content of courses, but only with the end product. The actual 
knowledge content is less important than the skills learned. The result of 
teachers' control in Behavioural Studies will be to make the subjects more 
manageable and predictable. This is not a reaction which most Behavioural 
Studies teachers would have advocated ten years ago. It is a form of self 
protection and a realisation of the current dominant educational values. For 
many teachers it goes against their educational values, but they find themselves 
subject to economic rationalism which looks to product rather than process. 
Colleges are experiencing more centralised and less personal control. This is 
one of the causes for the perceived lack of care on the part of 'the 
administration' (see Chapter 9 Stories of Teacher Stress). One of the effects of 
increased centralised control are meetings in which the senior administrators 
can pass information down the hierarchy. This is paralleled by a decline in 
meetings in which teachers can influence decision making. This is not true 
when decisions are made to do with the subject itself which are delegated to 
teachers but with ratification by the University and the Secondary Assessment 
Board. 
The most dramatic means of control has been involuntary transfer. This has 
been a major cause of stress and uncertainty. Many teachers in this research are 
disillusioned. Many teachers would like to leave teaching and this is bound to 
affect their teaching (see the effects of these changes in Ch 8 Students in 
Teachers' Stories). 
It may seem, from what I have written above, that teachers are completely 
controlled, but as the example of the Staff Forum described above 
demonstrates, and as Beattie (1995 : 7-8) quotes Schwab as saying: 
Teachers will not and cannot be merely told what to do. Subject 
specialists have tried it. Their attempts and failures I know at first hand. 
                                                 
16  This increased control of subject is advocated by Hargreaves (1990 : 315). He wonders if 
increased control would 'give rise to more realistic, polychronically sensitive time lines for 
implementation and improvement'.  
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Administrators have tried it. Legislators have tried it. Teachers are not, 
however, assembly line operators, and will not so behave. Further, they  
have no need, except in rare instances, to fall back on defiance as a way of 
not heeding. There are thousands of ingenious ways in which commands on 
how and what to teach can, will, and must be modified or circumvented in 
the actual moments in teaching. Teachers practice an art. Moments of choice 
of what to do, how to do it, with whom and at what pace, arise hundreds of 
times a school day, and arise differently every day and with every group of 
students. No command or instruction can be so formulated as to control that 
kind of artistic judgement and behaviour, with its demand for frequent, 
instant choices of ways to meet an ever varying situation. 
Teachers practice a form of fictitious implementation of innovation to deal with 
the extremes of management. Teachers still control their teaching. That is why so 
many of them see the classroom as a place of retreat. The gloved control exerted by 
the threat of involuntary transfer and the push from senior staff to change the 
definition of the situation to one centring on administration rather than teaching 
seriously undermines the teachers' abilities to teach well. These teachers are 
experiencing a situation described by Seddon (1990 : 5) as one where 'the teaching 
labour process and the regulatory agencies are sites of struggle where educational 
products are defined and produced, and where relations of cooperation and 
domination and consent to those relations are reproduced and transformed'. Or as 
Oakley (1984 : 96) describes it, teachers are experiencing 'the awful soul destroying 
tyranny of being told the meaning of their lives in terms which are not theirs'. By 
telling their stories in this research, these teachers have been able to voice what 
(Elbaz 1991 : 16) describes as 'severe criticism in a form that is socially acceptable 
or at least not dangerous to the teller'. 
Overall there has been increased control of teachers. As Hargreaves (1994 : 63) 
writes: 
The kinds of organisations most likely to prosper in the post 
industrial, postmodern world, it is widely argued, are ones 
characterised by flexibility, adaptability, creativity, opportunism, 
collaboration, continuous improvement, a positive orientation 
toward problem-solving and commitment to maximizing their 
capacity to learn about their environment and themselves. In this 
respect, inbuilt innovativeness and routine unpredictability are 
the organizational oxymorons of postmodernity.  
 163
For these teachers the paradox is that the 'inbuilt innovativeness' of multiskilling 
and the 'routine unpredictability' of involuntary transfer, deny the capacity of  
'creativity' and reduce 'collaboration' and, further, work against 'continuous 
improvement, a positive orientation towards problem solving sand 
commitment to maximizing their capacity to learn about their environment and 
themselves'. 
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CHAPTER SIX : HISTORIES OF BEHAVIOURAL STUDIES 
SUBJECTS 
 INTRODUCTION 
This chapter traces the history of Social Psychology, later called Behavioural  
Studies, from its inception in 1976 to 1996. It describes educational change in                  
specific transformations of the subjects which the teachers in this study              
teach. It gives more precise definition to the analysis of the preceding              
chapter, Stories of Teachers and Control and provides a background for the 
theorising in Chapter 10 Conflicting Ideologies: Economic Rationalism and     
Teacher Professionalism. It also allows for the nuances of the situation to be       
more clearly described and demonstrates the increased complexity of the      
teachers' situation. 
Behavioural Studies departments, are responsible for a wide range of subjects which 
can be divided into sections:  
1. the pretertiary,  
2. the non pretertiary which can be further divided into  
a) Social Psychology,  
b) Human Interaction 
c) a range of Child Development courses. 
My concern is not directly with the development of the subject, in the manner of 
Goodson's (1988) curriculum histories but, rather , with the effects that subject 
development has had on teachers. One of the key ways in which complexity has 
increased for teachers during the last ten years has    been in subject curricula. The 
pretertiary subject Social Psychology has been radically changed. In origin it was 
closely controlled by the University Departments of Sociology and Psychology (a 
key figure was the Foundation Professor of Sociology). It is now much more under 
the purview of the teachers. In addition, there has been a proliferation of other 
subjects which come under the Behavioural Studies umbrella, eg Positive Parenting 
and The Sociology and Psychology of Work. 
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Teachers in 1976 were more likely to be 'chalk and talk' and principals were        
more likely to be 'little Hitlers'. Yet within those constraints teachers had 
considerable freedom in the timing, selection and internal marking of their     
subject. By the early eighties, colleges, although still elitist, adopted a more     
relaxed college climate. Teachers were called by their first names by their     
students. Students were treated as adults and informal interaction between          
staff and students and more relaxed teaching methods were encouraged.    
However, the knowledge content of the curriculum was seen as important            
and teachers were expected to be expert in their subject. 
Then came the increases in student retention and cuts to teacher numbers followed 
by the introduction of the TCE in 1991, with its attendant CBA which seriously 
reduced teachers' autonomy in terms of the timing, selection and internal marking 
of their courses. The TCE moved away from an emphasis on knowledge content 
essay type exam questions to assessment which requires students to 'think on their 
feet'. Students had to have the skills to address ten criteria in their assessment tasks. 
Usually each task involved two criteria. The generic criteria became as important as 
the content of the work. The first time I was assessing criteria 7, which is 'work 
effectively as a member of a task-orientated team', one enthusiastic student 
presented me with a beautifully researched and word processed piece of work the 
next day. She had not, however, worked as a member of a team and strictly 
speaking I should have failed her on that criterion although the work was of a very 
high standard.  
This decline in the importance of subject knowledge facilitates the adoption of such 
policies as the multiskilling of teachers and the abolition of senior masters and 
mistresses of subjects. I would agree with Fawns and Nance (1993 : 257) who argue 
'that teachers' pedagogical content knowledge is the core foundation of teaching, 
research, practice and appraisal'. This knowledge has been devalued. With the 
decline in the importance of subject, teachers were given considerably more power 
in syllabus decisions. Also they had, as Chief Examiner of Sociology, a young 
woman lecturer who had funded her doctorate by teaching Social Psychology part 
time in a school. As this lecturer had actually taught the subject she was able to 
write examination papers which were very favourably received by the teachers in 
this research. 
By 1996 however, teachers in this research had used that increased control of the 
subject to rationalise and routinise their teaching and the examinations to make 
them easier. That is, teachers had moved to a more 'rationalised'  teaching 
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situation. This was response to uncertainty, increased workloads, the perception 
that their teaching was undervalued -in other words a response to the imposition 
of an economic rationalist ideology. The culmination of this movement was the 
division of what had been Social Psychology (and later Behavioural Studies) into 
two separate subjects, Sociology and Psychology, which were introduced in 1997. 
In this research I asked teachers about the years 1984 to 1994, the years of 
greatest controversy and change. Before that time the expectations of teachers of 
grade 11 and 12 students were generally agreed. Then came the massive 
upheavals and change. Now teachers seem resigned to their situation. They 
routinise to reduce workload. Many teachers who opposed change have 
withdrawn from teaching and those who have stayed realise that they are lucky 
to have a job in Tasmania, the state with the highest rates of unemployment in 
the country. 
6.1 THE EARLY YEARS 
The subject began twenty years ago when a Department of Sociology was 
founded in 1976 at the University of Tasmania. At the time there was already a 
Psychology Department, but there was no pre-tertiary Matriculation Subject in 
Psychology. The Psychology and Sociology Departments of the university 
initiated Social Psychology as a pretertiary subject largely at the instigation of the 
foundation Professor of Sociology. Social Psychology has always attempted to 
maintain the balance between the perspectives of Sociology and Psychology. 
There have always also been tensions between Sociology and Psychology and 
there has always been debate between each of the university departments and 
the teachers about the academic level needed to gain a pass mark at the 
pretertiary level. Teachers have increasingly taken over more of the marking, 
evaluation and syllabus writing they felt that university lecturers had unrealistic 
expectations of students. 
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The pre-tertiary subject Social Psychology, later called Behavioural Studies,     
has changed since its inception. Jill, [whose teaching now does not include       
the pretertiary subject], talks of the early days of the subject 
JILL :  Back in, two decades ago or whenever it was, it was 
mostly chalk and talk and notes and I gather it is not that     
now? 
As far as I can tell and I do not teach Behavioural Studies, it       
is student centred, variety and come on what is the jargon? 
RUTH :   Relevance. 
AVRIL :  There is still a lot of marking! 
CE :  How is the marking compared to ten years ago? 
BRIAN :  There is more variety.  
AVRIL :  More variety in the tasks you are setting but still a lot. 
RUTH :  and it is CBA. 
CE :  Does that refer back to the teaching style? 
BRIAN :  I think it relates to everything. I mean we had  
someone talk to the staff in Newcastle College, and he         
talked for an hour and a quarter and people were really     pissed 
off. I mean they don't want it themselves. 
JILL :   Probably our values have changed and this will be 
reflected in what we teach. 
Probably it is freer, more liberated, more reflective of a      
society now. Twenty years ago there was much more   
censorship and taboo of certain topics and now virtually 
anything is okay. 
BRIAN :  That's true, when we tackled sex education, that  
would be about ten years ago, the principal was really 
concerned. Letters had to go home to parents, it was a really   
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big issue. Now, apart from the Secretary of Education1,    
nobody minds what you do.  
AVRIL :  When you were talking about sex ed I mean even  
when I was teaching Child Development we had to send    
letters home saying, these are sensitive topics, if you don't    
wish your daughter, because they were all girl classes then,    
you should be aware of this before she enrols in the subject. 
JOAN :  There was a departmental regulation, probably still      
is, but I don't think anybody bothers with it now, but it was   still 
being bothered with five or six years ago. (FG1 08.23) 
6.2 THE TIME OF CHANGE2 
Teachers have changed 
JILL :   Look at us, how conscientious we were.  
RUTH :  Still are Jill! 
CE :  Well has it changed? Have the teachers changed? 
JILL :  Yes. 
CE :  How? 
 
                                                 
1  This  refers to debates about condom vending machines in colleges. There was general   
support for them as a means of limiting the spread of AIDS except from the Secretary of 
Education. Condom vending machines are now in all state senior secondary colleges.  
The Secretary of Education and the Arts also told colleges that they could not display posters 
giving telephone numbers to contact if students wished to talk about homosexuality. Then he 
allowed posters to go up from Tas Alert, an anti-homosexual organisation which offered 
counselling to students. The counselling was concerned with the elimination of homosexual 
tendencies. Tasmania was, until 1997, the only state in Australia where homosexual acts   
between consenting adults remain illegal. Mercury (22.4.1994 p.2).  
2  See also Reid (1985 : 289) who discusses similar curriculum changes for the British sixth      
form, an age group which parallels the age group of years 11 and 12 in the colleges.   
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JOAN :  Given up trying to be perfect all the time.  
JILL :  They were authoritarian and totally in control, there         
was no room for  inappropriate deviation from their expectations 
or you were in big trouble. 
AVRIL :  One area of change with teachers, when I first started 
teaching there was very much, this is the subject and  this is what 
we are to cover and you do that. A very narrow pathway and very 
narrow coverage of the information whereas now the kids are 
getting a lot more information and a lot wider information than 
they would have twenty years ago. 
RUTH :  And the kids get a lot more input too. 
JOAN :  It is about power. (FG1 14.13) 
These teachers are describing the sort of teaching which was prevalent in Social 
Psychology subjects in the late '80s when teaching was more   'progressive'. 
Knowledge changed from being 'given' to being negotiated. Teachers and students 
were able to influence work decisions. However, Brian points to the paradox of 
control: 
BRIAN :  I think what Avril has just said is only true in one sense 
because the old syllabus looked very prescriptive, but in reality I 
know teachers who got away with teaching half the syllabus and 
they could therefore choose which topics, partly they chose them 
and partly they based it on the exam papers; whereas the new 
syllabus in Behavioural Studies, by    the way the questions range 
over all the material guarantee   that you have to cover every topic, 
now you have got more leeway in the way you cover a topic. But in 
fact we have less choice now than we had. That is a personal 
opinion. 
Brian points to the problems of hidden forms of control. These teachers generally 
like the new exam paper, but it is written in such a way that all aspects of the 
syllabus must be covered and is therefore more controlling. 
These teachers now have more control over their subject than ever before.            
This contradicts the perceptions of some academic researchers. Watkins              
(1993 : 65-74) for example, argues that 'The struggle over the control of the 
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curriculum can be seen as the core of the current debate on the deskilling of             
the work of teachers'. In Tasmania teachers have had considerable control            
over their syllabuses. Administrators insisted on the implementation of the           
TCE but their numbers and expertise did not allow control of subject               
content. Indeed, subjects were proliferating so quickly that if teachers had              
not been actively involved in writing and producing curricula then the                 
rapid change could not have happened. In 1984 there were 106 subjects in               
the HSC but, by 1994, there were 387 subjects available in the TCE (see Ch 7 
Workload Stories). 
In 1984 Social Psychology existed in two forms namely Social Psychology 3, a pre-
tertiary subject and Social Psychology 2, which was the non-pretertiary subject. 
There were also non-pretertiary level 2 courses in Child Development and Human 
Interactions, that is a total of four courses. Students in year 11 could take the pre-
tertiary courses if they were judged by teachers to have the ability to do so. Less able 
students could take the non-pretertiary courses in years 11 or 12. All courses lasted 
for a year, making up a 'line' or 150 hours. In 1984 most students did five lines a 
year. If they were considered to be very able they did ten pre-tertiary subjects over 
the two years. If they were not as able they did a mix of pre-tertiary and non-
pretertiary subjects over the two years. The minimum university entrance 
requirements in 1984 were four pre-tertiary subjects and two level 2 subjects. 
By 1994 the subject name had changed to Behavioural Studies. Teachers had asked 
that the name should be Behavioural Science, but the Schools Board argued that 
Psychology and Sociology were not true sciences. Some of the subjects in 
Behavioural Studies are listed below, the year groups which can study them years 
are indicated (eg eleven or twelve = 11/12), followed by the identification code (eg 
BH 912), and then the letters A, B or C which indicate the duration of the courses. 
A=50 hours, B =100 hours and C= 150 hours. The list is just a sample of the 50 
courses available in Behavioural Studies from the Tasmanian Schools Board Manual 
(1994 : 43-44, 51-52). This plethora of subjects was designed and implemented 
during the time that Barcan (1990 : 15) points out that Federal Education Minister 
John Dawkins was attempting to institute a common national curriculum policy!3 
11/12 BH 912 A Adulthood 
11/12 BH 715 B Introduction to Sociology and Psychology 
                                                 
3  At a time when there was a push for a national curriculum it is surprising that such a     
diversity of subjects was allowed. See Kennedy (1995 : 153-171) for a discussion of national 
curriculum statements. 
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11/12 BH716 B Introduction to Sociology and Psychology 
12 BH 816 C Behavioural Studies 
12 BH 815 C Behavioural Studies  
11/12 BH 710 B Sociology and Psychology of the Workplace 
11/12 BH 711 B Sociology and Psychology of the Workplace 
11/12 BH 712 C Human Interactions 
11/12 BH 713 C Human Interactions 
11/12 BH 705 B Human Interactions 
11/12 BH 914 A Introduction to the issues in the Care of Children 
11/12 BH 915 A Issues in the Care of Children 
9/12 BH 305 B The Growing Child  
9/12 BH 306 B Positive Parenting and Child Care 
It will be noted that some of the Child Care subjects are appropriate to year nine 
students. This is one of the changes which has taken place with the TCE, which links 
work from grade 9 through to grade 12. The Sociology/Psychology parts of 
Behavioural Studies are unusual in that Sociology/ Psychology are not taught in the 
high schools. This linking of the schools and colleges through syllabuses is a change 
in policy from when the colleges were set up as independent 'adult' places of 
learning. It will be noted that several of the above designations are the same apart 
from one number, for example, 
12 BH 816 C Behavioural Studies 
12 BH 815 C Behavioural Studies  
These are what are known as 'neighbouring syllabuses'. These 'neighbours' are the 
solution to the problem of what you do with students who are not going to pass a 
subject: You assess them on the neighbour. Thus, in the above example, BH 816 
Behavioural Studies is a pre-tertiary subject. BH 815 is the subject that students are 
assessed on if it becomes obvious that they will not pass BH 816. (The difficulties 
this system of assessment raises are discussed in Ch 4 Stories of Systemic and 
Administrative Change). 
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Figure 7: To Show How Awards for Subjects 816 and 815 Relate  
816
OA
HA
SA
815
OA
HA
SA  
 
It can be seen from the diagram that a student scoring a low Satisfactory 
Achievement on 816 can be assessed on 815 as achieving an Outstanding 
Achievement award. It will also be noted that the pre-tertiary BH 816 is 
designated as for year 12 only. In 1994, the expectation was that students        
took only two or three designated pre-tertiary courses in year 11. The University 
entrance requirements only accepted two pre-tertiary scores from year 11.  
In the colleges, there were exceptions made for those who, for example,     
wanted to study medicine, but generally students were counselled into        doing 
only two or possibly three pre-tertiary subjects in year 11. The effects of this were 
far reaching. Students have sometimes done the same subject for      two years. 
For example in 1984, they might have done Social Psychology        level 2 in year 
11, followed by Social Psychology level 3 (pre-tertiary) in year    12. However, if 
they were able enough, they would have done four or five     level three subjects 
in year 11 and a further four of five level three subjects          in year 12. This 
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enabled them to have a large spread of subjects as        recommend by DEET 
(1988 : 43) whose philosophy was: 
that mastery of a broad range of subjects is a better      
foundation for tertiary study than a particular high mark in        
a subject presumed to be a 'good predictor'. This view was 
expressed by most teachers interviewed by researchers in 
Tasmania and, if not actually verifiable as a statement of        
fact, is certainly the view commonly held.  
At present the University will only recognise two pre-tertiary subjects from   
year 11. The University was undoubtedly influenced by suggestions from         
the colleges that they did not want young students entering University after  
only one year at college. Occasionally able students would study one subject      
at night class in year 10 and then take five subjects in year 11, and      
consequently go to university a year early. The colleges wanted to maintain  their 
staff and the University wanted to have mature students (and were concerned 
with standards as retention rates rose), so they changed their  entrance 
requirements to make it increasingly difficult to enter university      after only 
one year of postcompulsory schooling. 
It seems paradoxical that there is a huge increase in the overall number of 
courses available and yet many students are now more restricted in their   
subject choices than they were in 1984. This 'capturing' of students to follow 
courses over two years would seem at odds with the proliferation of courses 
available in the colleges. The colleges, however, have produced the courses        
to accommodate the needs of all students. Tasmania has high youth 
unemployment and it also has a policy of encouraging adults and                   
main streaming students with disabilities. Colleges have introduced short A   
and B courses to accommodate students who are able to find part time jobs.   
This entails a wide range of subjects and flexibility of timetabling.  
Although this linking of subjects, and the pre-requisites for subjects, are in       
the handbooks, some colleges are flexible when it comes to enrolling students: 
CE :  Is it made easier because generally people doing the      
year 11 go on into the year twelve to do the same subject? 
AVRIL :  Not in our place because a lot of them don't go on    
and do the same subject. 
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CE :  Because you were saying, the Intro. Lots of people do it 
with no intention of going on? 
RUTH :  And a lot of kids do Behavioural in year 12. who     
have not done anything in year 11 at all. In terms of BS C         
816 I had a class this year I only had two kids who had done 
anything at all in that area. 
CE :  So the Intro is no longer seen as a route through?  
BRIAN :  Well it is for some. 
JOAN :  And we put it in our handbook as the        
recommended way of going about it but it doesn't       
necessarily happen does it? (FG1 56.51) 
At a time of increasing teacher transfers and uncertainty, this 'locking in' of 
students had ramifications for staffing. Subjects like English, Maths and the 
Sciences tailored their programs so that students were more likely to study  those 
subjects over a two year period. It is in the interests of subject teachers      in 
colleges to encourage students to spend more time on fewer subjects.          This 
tends to limit their range of subjects. This has had far reaching      deleterious 
effects on some humanities subjects like Geography and the     various History 
subjects where the numbers taking these subjects has       declined rapidly. It is 
open to debate if it is in the interests of students to        have a more focused 
rather than a broader education. More significantly,      some teachers would 
argue that some able students in year 11 get into a 'set'      of not working very 
hard at their non-pretertiary subjects, and then find it     very difficult to work at 
the level of intensity required for their pre-tertiary studies in year twelve. 
Teachers of Behavioural Studies at one inner city college I taught in, had a 
deliberate policy of taking borderline students in year 11 and encouraging    
them to try the pre-tertiary Social Psychology in an attempt to induct them     
into the pre-tertiary subjects so that they could resist the constraints of their 
social location. This was a deliberate and conscious social engineering       
attempt on the part of the teachers in that school to raise the 'cultural          
capital' of those students (Bourdieu 1973). Even if the students did not pass        
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at the end of the year they at least had an idea of the work requirements and    
the skills needed to study at the pretertiary level in year 12. 
One of the results of such a proliferation of courses is that teachers       
themselves do not know all the intricacies of courses. Some courses now        
have specific prerequisites. Some courses say they do, but in fact do not        
apply those rules (see above where Joan says 'And we put it in our         
handbook as the recommended way of going about it but it doesn't      
necessarily happen does it?'). It is likely that employers and parents are   
similarly uninformed (see also Chapter 4 Stories of Systemic and Administrative 
Changes which recounts how students 'play the system' to be assessed on the 
neighbouring syllabus to increase their chances of obtaining work). 
The teachers in this research generally wanted to be involved in making 
curricula, and the administrators, in order to implement change, had to 
encourage teachers to do much more in terms of the actual writing and 
administration of the curriculum. Therefore these teachers, with a                   
great input into the contents and design of their syllabuses, are in a          
different position from teachers described by Apple (1986 : 179) and Ozga      
(1988 : xii), following Braverman, who experience a 'separation of          
conception from execution'. These teachers are able to influence both the 
conception and execution of their subject knowledge. 
Most of the development of these subjects has been undertaken by teachers        
as an addition to their workload. Administrators expected teachers to do         
this work as part of their professional responsibilities and teachers have         
been willing to do this work because they are striving to maintain their 
professional identities. There were no overall provisions for time release to    
write new courses. and there are no longer Senior Master/Mistress of          
subject positions available. Teachers are increasingly expected to be     
multiskilled and must give their attention to several subject areas. 
Teachers are given some autonomy over their subjects because they wrote        
the courses. They have not, however, questioned the introduction of the         TCE 
or CATS or CBA which constitute a form of direct state control of the structure of 
courses. The state decides there will be a TCE and that subjects     will be 
assessed using CBA, but the contents of the syllabuses are largely   decided by 
the teachers with the ratification of the University for pretertiary courses and the 
ratification of the Schools Board in all cases. Teachers will        not challenge TCE 
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or CBA as those areas are seen a given. There are          however areas teachers 
feel they can change in the management of their    subject. Initially, when these 
teachers took more control over their subjects,    they made changes which were 
seen as for the better by most other teachers. 
JOAN :  I think personally that the Intro course is much       
better than the old Soc/Psy. 
AVRIL :  Because that was just a watered down version? 
JILL :   To the next one up,[referring to the pre-tertiary course] 
Whereas I think Intro is definitely designed to meet the       
needs of a broad range of students and does so more effectively. 
RUTH :  And more kids would do Intro without feeling the  
need to do 816, but the kids who did Level 2 went on to do  
Level 3 [in the HSC]  
JOAN :  It was remedial. 
RUTH :  But kids can do 716 with a broad interest and go on     
to do Child Studies or child care, or be a nurse or something 
with out having to do the next course up. It is a subject in its 
own right, but I think with Level 2 basically did it because     
they did level 3. 
ROS :   And also it is recommended by a lot of employers       
isn't it? A lot of particularly service industries.  
JOAN :  Police. 
CE :  And the nurses do as well . 
ROS:   Drysdale (A hospitality training centre). 
AVRIL :  Child care.  
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CE :  And what about the Behavioural Studies course? How     
do you feel about that compared to the way it used to be? 
BRIAN :  Well I feel it is a breath of fresh air. It has certainly 
prolonged my interest in the subject material I mean my 
interests have held up reasonably well but it was very      
difficult when you did the same thing every year when you 
were driven by that exam to generate a lot of enthusiasm for 
what you were doing. I am certainly more interested. 
RUTH :  And even if you do do the same thing, year in and    
year out, it has certainly got potential to do different       practical 
activities or take the kids on a different excursion,       or do 
things whereas the other course was very prescriptive very rigid 
wasn't it? You knew that in two weeks you would     be doing 
Self and in another two weeks you would be doing Maternal 
Dep and another two weeks you would do that. Whereas these 
courses sort of all come together because you have to integrate 
things at the end, you are swapping and changing and dipping 
and whatever. 
JOAN :  Before because the exam was totally essays and    
nothing else, you felt that you had to give the kids essays, 
essays, essays, on every damn topic, so they never ever 
developed other skills of conveying information they just          
all learned to write these very standardised essays. 
AVRIL :  But with Behavioural, you have got Psychology        
and Sociology and that makes a difference, and that has       
made a difference, I think some of them are really having to 
make a choice of which one they want to do. 
CE :  Which one do you do? 
AVRIL :  I teach both. 
RUTH :  We offer both. 
JILL :  Intro.  
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RUTH :  I taught two Psych classes this year, but  
BRIAN : I have taught the Sociology and I have taught the 
Psychology as well so.  
CE :  How do you find that, doing the preparation for those 
classes? 
AVRIL :  It is just what you do. (FG1 16.16) 
Teachers in this extract are referring to a change which took place in the   
syllabus of Behavioural Studies. With increased workloads, teachers were 
finding it difficult to prepare all the material to teach Social Psychology. As a 
means of limiting that preparation for both teachers and their students, for          a 
time all students did a 'core' of Social Psychology and then they opted for a 
Psychology or a Sociology option. Teachers of Behavioural Studies subjects   
tried to routinise their subjects to reduce workload and make teaching      
simpler. Now that teachers are assumed to be multiskilled, the subject         
matter has to be easily accessible. Teachers may be conscripted to teach     
outside their areas of expertise, since are also be teaching more classes,            
they cannot take time to help teachers new to the subject. 
6.3 THE PRESENT  
Behavioural Studies teachers have now opted to split the Behavioural        
Studies pre-tertiary subject into two separate courses: Sociology and   
Psychology. This split was implemented in 1997. In 1984 the pretertiary      
subject was called Social Psychology. It was a completely integrated course 
which required specialist teachers. It used American first year university 
textbooks in Sociology and Psychology, but teachers provided a great deal of 
their own Australian information. The emphasis was on understanding           
and the application of that understanding to current situations. As          
pressures on teachers have increased so have pressures on the integrated    
nature of the course. Teachers in this research say they are so busy that they 
must have a specific body of knowledge to teach and only that body of 
knowledge can be examined. Behavioural Studies teachers have produced a 
handbook for the pretertiary course (teachers have traditionally got together   
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However, teachers in this research are overworked (see Ch 7 Workload     
Stories) and they may be teaching a subject with which they are unfamiliar 
(multiskilling); thus and they may have decided to control their situation as 
much as possible:  
GWEN :  if you increase the workload and don't provide 
teachers with methods of dealing with the increased     
workload, simple sort of practical; of how can you manage   
your extra twenty five students, and your extra hours in       
front of the classroom. How can you manage that? You can't 
manage while retaining the same methods of teaching and      
the same methods of presentation and the same amount of 
marking and things, so. It is one of the areas that I don't       think 
has been addressed terribly well. 
Therefore we are seeing a movement away from a system of education         
which was based on breaking down the barriers between subjects (and, 
incidentally, breaking down the barriers between teacher and student 
knowledge, and reintroducing a system of education closely regulated by         
the textbook and the handbook. The reasons for this return to routinised teaching 
are the increased workloads of teachers, the limited interaction    teachers have 
with their students and their colleagues, the declining       emphasis on teaching 
excellence and the changing ideology of educational administrators which has a 
'trickle down' effect on teachers and, just as         water will eventually wear away 
rock, so too change has worn away the teachers. When they themselves have 
initiated these changes, they    undoubtedly did them to ease their workload. It is 
indicative that their  workload is such that not one of them could perceive the 
educational consequences of this rationalisation or routinisation of their position.        
Kemmis (1990 : 85) talks of the 'pattern of curriculum proliferation followed      
by rationalisation' in relation to macro curriculum changes. This is an       
example of micro changes within one subject. I did not perceive what was 
happening until I began to analyse my data using grounded theory, but it is  
clear that a consequence of economic rationalism is educational rationalism.              
This rationalism is supported by students. With the pressures of TCE        
students also need and want to have clear parameters: 
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ROS :  In the kids' perceptions maybe. I had a lot of kids in Intro 
who said we would really like to go on and do Behavioural 
Studies but we have heard it is incredibly difficult and a really 
heavy workload and it put them off. (FG1 48.08)  
Therefore we have a situation where routinisation is the answer to           
problems experienced by both these teachers and their students. It also     
matches the dominant ideology and therefore seems impregnable.          
However, some teachers, particularly those teaching subjects like         
Behavioural Studies, maintain their care and concern for their students   
although they are well aware that some teachers are largely instrumental    rather 
than expressive4. The college climate in the '80's supported the    expressive 
ideology of what could be described as 'progressive' education. It fitted well with 
the subjects of Sociology and Psychology. 
LEENA :   I think it is the sort of teacher you are and the sort     
of teachers who would teach those subjects. I think that is     
what it comes back to, not because you are the Behavioural 
Studies teacher but the sort of person you are. because I        
teach right across; but then I'll have kids coming to me now  
who know me from my Maths class but I get more because    
you talk about more issues related to things; current issues. 
DONNA:   Yes, and because you are so open when you talk 
about it.  
LEENA :   And it is closed doors. 
DONNA :    They feel they can be open to you as well. 
LEENA:   Because you have got to have trust. Well I try to    
have trust within my class so that what is said stays in that  
room and when you go outside, you know, respecting rules 
respecting other people's opinions. I think that is what        
builds the trust. 
BECKY :   And I think too, because of the nature of our 
backgrounds, we are aware of the nature of group      
                                                 
4 Robertson (1987 : 658-659), following Bernstein, writes that ‘instrumental’ is taken to mean    
goal orientated, while expressive concerns creating harmony and solidarity. 
   182
interactions and all of that sort of stuff and I think that we     take 
the trouble to ensure that the group is a functioning group.  
ALL :    Yes. 
BECKY :    And therefore the kids feel more comfortable just     
in the group and they let down their reserves a bit and you     
and so it is a more human relationship, because I know that 
some of my students have been in classes in other subjects 
where at the end of the year there were still students in the   
class whose names they didn't know. So I think you can        
have a class where you walk in and the students do the        
work and you teach it and the actual human dynamics are      not 
necessarily involved and I don't think that ever          happens in 
our area? 
DONNA and KAY :    No! (FG3 27.12) 
The research results suggest teaching is a caring profession, although I         
accept that this is group of Behavioural Studies teachers who may well be          
an exceptional group. 
JILL :   Psych attracts them too. 
RUTH :  Yes it does doesn't it? 
JILL :  They enrol trying to figure themselves out and create 
enormous interest for us. (FG1 13.59)  
Teachers of Behavioural Studies have been able to be caring.  It ties in with    
their educational ideology, with their subject matter and with their     
personality. In the early eighties these were combined with an         
administrative ideology which saw the colleges as places of freedom within 
bounds; as places of interaction between teachers and students; as places     
where the individual was important. Now, teachers in this research           
perceive that economic stringencies and the changing ideology of those in  
power have initiated change. 
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6.4 DECLINE IN BEHAVIOURAL STUDIES 
Most courses in Behavioural Studies are not pre-tertiary. The University         
does not try to influence the non pretertiary courses. University staff no      
longer carry out most of the pretertiary marking. Behavioural Studies was 
examined by the Sociology and Psychology Departments of the University of 
Tasmania until 1996. It is interesting to note that in 1984 the chief          
examiners5 were senior male staff of both departments. In 1994, the chief 
examiners were junior female staff of both departments. This apparent 
devaluation may be due, in part, to the changes facing university       
departments with increased workloads. Some Behavioural Studies teachers     
had been critical of what they saw as the unrealistic standards of some  
university staff who acted as examiners. They felt that the university staff        
did not understand the level of ability of their students, the difficulty their 
students faced in studying Behavioural Studies and commitment of           
teachers towards their students. There is now a push amongst some          
teachers to no longer using University staff as chief examiners. Many of the 
university staff take the view that if they do not control the pretertiary 
examinations they may not recognize them and may set their own entrance 
examinations.6 
Paradoxically, the increased control of the subjects by teachers and their 
domination of the marking is an indicator of the decline in importance of          
the subjects. As is pointed out in Chapter 5 Stories of Teachers and Control, 
teachers gained control of their subjects because no-one else was employed        
to do the massive amount of research and development needed to get these 
courses up and running. To my knowledge, no Behavioural Studies teacher 
received any increase in payment or release from teaching for doing this       
work except that some part-time teachers were paid if they attended       
meetings outside their normal teaching hours and the Schools Board paid          
for replacement teachers for teachers who attended meetings. They also paid 
transport costs to attend meetings. 
 
                                                 
5 Chief examiners usually set the final examination, they moderate the examination          
marking, and they liaise with the teachers. Ultimately they have the sanction that they               
can advise the university not to accept a subject as a pre-tertiary subject. 
6  For a similar reaction in Melbourne University see Maslen(1990 : xvi).  
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Whilst attending the examiners meetings for Behavioural Studies subjects           
in 1996, I noted that all the meetings were chaired by women teachers       
actually teaching the subject in 1995 or 1996. The pre-tertiary Behavioural   
Studies used to be chaired by the male subject adviser from the Department    
and a male assistant principal, neither of whom had taught the pretertiary 
subject in recent years. It may be an indication of the decline in the         
perceived importance of these subjects that women teachers now have this     
role. 
The number and complexity of courses available mean that few people can 
understand the significance of awards. This lack of comprehension       
diminishes the significance of courses. Some teachers also claim that the     
system, which makes failure very difficult, also diminishes the process. 
The rhetoric of the plethora of courses is to satisfy the needs of students of 
differing abilities. For some teachers though, the reluctance to allow year 11 
students, who have the ability, to undertake four or five pretertiary subjects 
seems to put the needs of the system ahead of the needs of the student.7 
6.5 THE FUTURE 
In 1996 Liberal State and Federal Governments came to power. The education 
system in Tasmania is in crisis. As I write this thesis teachers have been on 
rolling strikes for more pay for the last eight weeks. Despite cases of         
financial hardship the teachers of all age groups, primary to college, have    
united to fight for pay increases. It is interesting to note the support teachers 
have for their actions, from parents and the general public, as demonstrated      
by letters to the editor of the local paper. Support for teachers from the        
public and the media has been growing from rather negative perceptions of 
teachers in 1994 to much more positive and supportive responses to          
teachers in 1996 and the early part of 1997. 
State government initiatives about which there is widespread concern        
include the proposal that students will have to pay a fee to sit pretertiary 
examinations and the proposal that grade nine and ten students will not          
                                                 
7 In 1997, year 11 students are encouraged to take as many pre tertiary courses as they are able.  
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have their work moderated by, nor receive formal assessment from the 
Tasmanian Secondary Assessment Board (TSAB) previously the Schools    
Board). As the ABS reports (1996 : 67), Tasmania has the next to lowest year 
twelve retention rates in Australia, namely 53.1%.8 There are implications         
for employers and students because there will be no moderated assessment 
available to the forty percent of students who do not complete years eleven     
and twelve. The Hobart Mercury (31.8.96 p.18) writes that 'The proposals  
affecting grades 9 and 10 and matriculation students, highlights the        irrational 
aspects of economic rationalism'. The same day, the Mercury   (31.8.1996 p9) 
reported Sue Napier, the Tasmanian Education Minister        saying that the 
government will not scrap the TCE for grade 9 and 10. She is reviewing the 
suggestion to charge a fee for sitting a pretertiary examination.  
This sort of attack, followed by retreat and/or uncertainty, is becoming 
increasingly common in education and demonstrates a disregard for      
education and for students, teachers and parents. The uncertainty and sense      
of injustice is palpable. The effect on goodwill and morale is enormous.  
 CONCLUSION 
This chapter has shown the complexity of the rhizomic relationships which   
have brought about and influenced change in the years from 1976-1996 in 
Behavioural Studies subjects. As Goodson and Walker (1991 : 176) point out: 
 We need a dynamic model of how syllabuses, pedagogy, 
finance, resources, selection, the economy and the like all 
interrelate. We cannot in short, view the curriculum (and          
its associated historical contexts and constraints) as a      
bounded system. 
The changes experienced by these teachers and students are complex and 
interrelated. The changes are not usually based on educational grounds,      
rather they are the result of economic and ideological imperatives. As       
Michael Young (quoted in Goodson 1985 : 343) writes: 
 
                                                 
8 Northern Territory has a lower rate of 41%. 
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one crucial way of reformulating and transcending the         
limits within which we work, is to see ... how such limits          
are not given or fixed, but produced through the conflicting 
actions and interests of man in history.  
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CHAPTER SEVEN: WORKLOAD STORIES 
 INTRODUCTION 
'Too big, frantic, can't cope, never ending !'  
(teacher quote) 
This chapter demonstrates that: 
1. Teachers are working harder in crude terms which may be documented               
by the hours they work, the numbers of students they teach and their            
increased professional, pastoral and administrative duties. 
2. The implementation of change in the form of the TCE with its attendant           
CBA has also significantly raised teachers' workload. This research parallels          the 
findings of Corrigan (1993 : 135) who, reporting on the introduction of              the 
VCE in Victoria, states:  
The study showed that 90% of teachers agreed ( 56% strongly 
agreed) that the current VCE teacher workload makes          
teaching more demanding than previously experienced at            
this level.  
3. Teachers are working harder because, whilst still maintaining their professional 
commitment, they are also trying to fulfil the requirements of management. As 
Seddon (1990 : 7) points out 'Management has sought increased efficiency, getting 
more at lower cost by work intensification and shedding labour'. She also points to 
the contradictory nature of the report from the Schools Council draft Australia's 
Teachers: An Agenda for the Next Decade which expects teachers to maintain a liberal 
progressive ideology in their professional practices at the same time as conforming 
to the demands of administrators towards restructuring their workload.1 The logical 
consequence of following the tenets of economic rational ideology, along with the 
expectation that teachers will be 'more productive', is that teachers' work will 
                                                 
1 See also Australia Reconstructed 1987. 
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become more intense as Hargreaves (1994 : 118-120) notes in his 'intensification 
thesis'.  
4. Teachers are working harder because their work has become more             
complex. The concentration on the instrumental, rational aspect of               
education, simplifies education at the administrative level but at the                 
teacher level there is increased complexity. The outcome of simplification at           
the policy level (education is primarily an economic good and should be           
subject to market forces) and at the administrative levels (teachers are 
interchangeable) is increased complexity at the classroom level. This          
complexity is a result of increased workloads coupled with the desire to            
satisfy the needs of all the students and maintain the professional ideology                
of teaching.  
Teachers therefore have to work harder, but their work has also extended because 
their workload has expanded to include. 
• less academic students 
• 'special needs' students 
• subjects in which they have no background 
• teaching over several courses and/or subjects 
• implementing state initiatives such as work related courses credit transfer 
and gender equity  
Therefore, to understand what has happened in these teachers' working lives, 
Hargreaves' concept of intensification is not sufficient (Hargreaves intensification 
thesis is described, in detail, later in this chapter). To intensification must be added 
the extension of work now required of these teachers, that is: 
INTENSIFICATION + EXTENSION = INCREASINGLY COMPLEX  WORKLOAD 
When teachers experience both intensification and extension of their role                
the result is synergistic. Intensification is not just added to extension; they       
interact with each other to produce what I propose to call complexity. This     
chapter demonstrates actual increases in workload, but the emphasis in this      
thesis is on teachers' voices, so it is the teachers' perception of the situation        
which is central. I argue that intensification, increased professional               
demands, deskilling and multiskilling coupled with conflicting ideas about  
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and Watkins (1993). All of these writers point to the demands made upon      
teachers but the more recent writings strongly suggest these demands are 
increasing. Lieberman (1988), described the teaching situation as one requiring   
more work, more students and less time and, as being more instrumental, less 
expressive, less effective, less satisfying and less professional than in the past. 
Intensification, previously described by Larson (1980) and by Apple (1982) is 
developed into an intensification thesis by Hargreaves (1994 : 118-120) with the 
following claims 
• Intensification leads to reductions in the quality of service, as 
corners are cut to save on time. 
• Intensification leads to enforced diversification of expertise and 
responsibility to cover personnel shortages, which can in turn 
create excessive dependency on outside expertise and further 
reductions in quality of service. 
• Intensification creates and reinforces scarcities of preparation 
time. (my •) 
Hargreaves (1994 : 102) explains that teachers and administrators have          
different conceptions of time. Those using monochronic time frames look                  
at one thing at a time. Those using polychronic time frames look at several         
things at once. Generally, managers are monochronic, whilst teachers,                
caring for many students at once and juggling teaching, control and social 
awareness have to be polychronic. With the increasing lack of teacher               
control administrators are able to impose their definition of time, that is : 
Monochronic time frames and the technical-rational conception of 
time to which they give rise... Hall argues, organisations locked 
into monochronic time tend to grow rigid and lose sight of their 
original purpose. They try to bulldoze through changes and 
impose time lines which are insensitive to the peculiarities of 
circumstances and context, and to the interpersonal relations which 
comprise them. They put more emphasis on the appearance of 
performance and change being achieved than on the quality and 
character of the performance or the change itself.  
Hargreaves ( 1994: 4) also points to the pressures of society which today demand 
more work in less time: 
First as the pressures of postmodernity are felt, the teacher's       
role expands to take on new problems and mandates -           
though little of the old role is cast aside to make room for  
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these changes. Second, innovations multiply as change 
accelerates, creating a sense of overload among teachers and 
principals or head teachers responsible for implementing     
them. More and more changes are imposed and the time        
lines for their implementation are truncated. 
7.2 THE FRAMING OF THIS RESEARCH 
This research, whilst acknowledging the work of earlier writers, locates 
increased workload in the changes brought about in education because of         
the adoption of the ideology of economic rationalism and the structural     
changes which are brought about by economic rationalisation. Durbridge     
(1991 : 85) writes that workload is in the middle of a causal chain which        
starts with the fact that Australian education 'is being driven by         
'rationalists''. However, the ideological imperative of rationalism should           
not necessarily produce increased workload. Seddon (1990 : 7) points out the 
paradox: economic rationalism should involve 'a productivity which is            
non-exploitive, being concerned, not with more work or more money, but      
with 'working smarter' through increased training, use of technology, and 
improved planning, work organisation and skill utilisation'.  
Teachers acknowledge the sense in working smarter, but the reality has          
been that they are forced to work harder not necessarily smarter. Teachers in  
this research work harder because they are trying to accommodate the      
imposed changes, because they care for their students, because they have      
more administrative tasks and because the general economic climate is such    
that teachers are less able to withdraw from teaching to find alternative careers. 
The effect of the economic climate is to produce a situation where it is felt        
that it is necessary to work harder and to accept bureaucratic changes        
because of the state of the economy. The economic imperatives coupled          
with the perceived ideological persuasion of economic rationality provide         
the impetus for major educational change.  
Apple (1986), Hargreaves (1990,1992,1994) and Seddon (1990), following 
Braverman (1974), have examined the labour process which leads to        
increased workload of teachers and a consequent deskilling of teachers       
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because they have to rationalise and routinize their teaching. Teachers are 
increasingly controlled. They teach outside their area of expertise, they no  
longer have time to interact as effectively with their 'clients' or to            
undertake professional activities like marking exams and attending    
professional meetings.  
Unlike Hargreaves, I locate the increased workload not only in        
intensification as a result of the labour process, but also intensification as a   
result of structural and ideological changes which combine to produce an 
extension of workload which is synergistic with intensification. Hargreaves' 
argument is that there is a conflict between intensification and     
professionalism; that because the teaching role has become intensified      
teachers are deprofessionalised. However, intensification is based on time,      
and the lack of it, and this shortage of time does not in itself produce 
deprofessionalisation, as demonstrated by other professionals (eg. doctors)    
who often have very little time.  
Whether as a consequence of the application by educational policy makers         
of economic rationalism (as was argued in Ch 4 Stories of Systemic and 
Administrative Change) or as a consequence of the labour process in     
capitalism (as Apple and Hargreaves assert), the result is that teachers are 
experiencing intensification and expansion of their workloads. 
7.3 THE INTERACTION OF WORKLOAD PRESSURES  
These causes and effects interact with each other to produce a situation        
which makes it impossible for these teachers to do all the work they would   
wish to do and they thus have to make choices about priorities. For         example, 
Joan comments below on the numbers attending the Tasmanian Teachers of 
Behavioural Studies (TTOBS) Meeting in 1994: 
JOAN :   It is probably significant though that I have never 
known one with so few people. Is this a reflection of teacher    
loss of dedication which people have been talking about? 
JILL :   And maybe the teachers who are here are concerned 
about the marking that is in the car and the references that  
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aren't written and I feel a bit agitated that I am here and not      
in school.  
CE :   Now is this an increasing workload or a decreasing 
commitment?  
RUTH and AVRIL :   Increasing workload. 
RUTH :   You have to make more choices than you used to.   
(FG1 57.55)  
Ruth points to the fact that increased workloads mean that teachers have to make 
choices. They can no longer do all they should do. It is not possible for teachers 
to attend all the meetings of all the subjects they might now teach.        At the 
same time increasing teaching loads mean more marking and administrators 
have designated 'whole of staff' in-service meetings as compulsory in an attempt 
to unite the staff. Therefore teachers tend to miss    non compulsory meetings. 
The following two quotes from Hargreaves' (1994 : 118 [my •])        
intensification thesis are followed immediately by teacher extracts from the 
interviews and focus groups. 
• Intensification leads to reduced time for relaxation        
during the working day, including 'no time at all' for     
lunch. 
SUE :  Yep I probably wouldn't even get to sit down. 
JO : We team teach a lot, but in terms of just ..., even     
sometimes our planning gets to running in saying... 
SUE : 'What are we teaching this lesson? You will do that? 
Good? Right!' 
That is what it is like and if I didn't team teach with Jo I        
don't think I would see her and she is in the same          
staffroom. I wouldn't even see her at lunchtime because of        
all the extra things that we have to do and we have kids    
coming and going and things like that because our      
counsellors times have been cut so who do they come to ? 
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JO :  And that is it, you end up with huge amounts of time 
where you are dealing with one kid and you know they are 
major crisis things, you cannot just walk away from them. 
Morning tea just does not exist in our place. (FG2 55.52)  
 
• Intensification leads to lack of time to retool one's skills     
and keep up with one's field. Intensification creates and 
reinforces scarcities of preparation time.  
BILL :   I just look at it now and I mean, I don't do as good a     
job now as I did three years ago, four years ago, because there    
is just not the time. If you have a 25% increase in workload 
something has got to give and basically it's preparation and     
it's marking and so I suppose 50% of what I teach I've         
taught before, I've taught for well, a long time, a lot of the     
time I walk into the classroom now and it's stuff I've just    
pulled out of the filing cabinet I've had from years past, it's     
not new material. I don't have time, often, to develop new 
material, in fact if TCE were to be introduced this year I        
think it would be a monumental flop because you just    
wouldn't have the time to put in to coping with that          
change.  
7.4 CAUSES, EFFECTS AND IMPACT OF INCREASED WORKLOAD 
Using a linear cause, effect and impact model may seem somewhat        
modernist and out of place in a thesis that deploys the postmodernist     
metaphor of the rhizome. But teachers may perceive causes, effects and    
impacts even if postmodernists deny the plausibility of such explanations.      
This thesis is eclectic and because I use both modernist grounded theory and    
the postmodernist metaphor of the rhizome I believe this form of       
presentation is a defensible means of following individual threads of 
interrelationships to enable the reader to better understand the perceptions        
of causal relationships ehich are held by the teachers in this research.  
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7.4.1 Cause - Less money is spent on education. 
One cause of increased workload is economic restraint. The Australian       
Education Union, Tasmanian Branch (1995 : 9) has shown that, as a            
percentage of the 1984/85 state budget Education, Employment and Training 
received 27.0%. As a percentage of 1994/95 budget Education, Employment         
and Training received 24.4%.  
Effect 
Less money means fewer teachers and larger classes. Fewer teachers then     
becomes a cause of increased workload (see 7.5.2 below) 
Impact 
Teachers are overworked because they have no time or training or      
encouragement to 'work smarter'. As Northfield (1993 : 14) says when        
examining the implementation of the Victorian Certificate of Education             
(VCE). 'What a pity we don't use the expertise and experience of teachers to         
help us identify and understand the details and issues that are so important             
in managing the implementation process'.  
7.4.2 Cause : Fewer teachers 
Less teachers are both an effect of less money and a cause of increased         
workload.  As a result of CRESAP (1990) initiatives '552 teaching positions              
are to be made redundant achieving $ 8,736 million [savings] in a full year'.             
82 of those positions were in Senior Secondary Colleges achieving a saving               
of $2,886 million in a full year. 
Effect 
An increase in workload for those staff who were left and an increase in teachers 
teaching outside their area of expertise. 
Impact 
In 1994 there was a change from 3 'lines' to 4 'lines' per teacher. A line is five hours 
of teaching. For some teachers this has meant an increase in the number of lines they 
teach: The normal load in 1993 used to be three lines of five hours each with three 
hours devoted to pastoral care, sport and electives2. In 1994, the number of contact 
                                                 
2 Electives are recreational or community based activities eg surfing, horse riding, first aid. 
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hours is twenty, comprising eighteen hours teaching and two hours of pastoral care, 
sport and electives. Many AST 1 teachers are expected to teach four lines. In order to 
accommodate four lines of what should be five hours contact in the eighteen hours 
of class teaching colleges have done various time-table manoeuvres, eg timetabling 
classes for four and a half hours instead of five (the same amount of work has to be 
covered for assessment). Some colleges timetable teachers for twenty hours class 
time, arguing that as the lessons are traditionally in two hour and one hour blocks, 
teachers give the students a break in the two hour lessons and therefore they are not 
teaching then so they are only teaching in effect about four and a half hours per line.  
The dramatic loss of staff which resulted from CRESAP was the culmination of a 
steady decline in staff student ratios from the ratios of the late 1970s. One teacher 
gave me the figures for a college at which he taught. In 1978 there were 400 students 
and 50 staff; in 1995 there were 800 students and 50 staff. Staff include not only 
teachers but non-teaching staff such as principals, librarians and counsellors. The 
1978 figure now seems to be a luxury that the state cannot afford, however, these 
favourable student teacher ratios facilitated very successful colleges (see Ch 8 
Students in Teachers' Stories) and the work of Abbott -Chapman et al (1986b)3.  
7.4.3 Cause :- Changing educational ideology 
Economic rationalism has brought about a change in the ideology of teaching (see 
Ch 4 Stories of Systemic and Administrative Change). As Seddon (1990 : 5) points 
out, 'teachers' work perspective does more than simply capture the range and 
character of what teachers do, it constantly stresses the politics and ideology of 
teachers' work'.  
Effect  
As described in Ch 4 Stories of Systemic and Administrative Change, teachers are 
trying to accommodate to the managerial imperatives of economic rationalism 
whilst maintaining their professional integrity. 
Impact 
Teaching is now primarily related to productivity rather than to liberal notions of 
education. Teachers are deprofessionalised. They are unable to carry out all their 
obligations. 
                                                 
3 I recognise also that the student profiles have changed with increased retention rates. 
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LEENA :  I am sick. I don't 'chase up' if kids don't come to class 
now. I put in an absentee note. I don't chase them up, whereas 
before you were supposed to find out where they were and I am 
thinking  
'If their CA (Course Adviser) cannot find them, I am not going to 
go looking for them because I haven't got time with all the different 
lines and subjects that I teach'. 
If I started chasing up every child like we are supposed to you 
would be on the 'phone for ever.4 (FG3 28 01) 
This aspect of care for students is one of the first things which overworked teachers 
shed. However, the significance of this for the college climate is dramatic. If the 
teacher does not 'phone on the day the student is missing, she may write a letter or 
inform the CA. Both of which may take several days. Classes in the colleges are 
often one and a half or two hours in length. If a student misses four hours of classes 
they can be significantly behind when they come to class, they may find the class 
difficult or confusing and be motivated to miss further classes. Sometimes students 
miss class when they have work to hand in which they have not done. If they miss 
class, they miss further work and find it more difficult to catch up. Also, if it is 
perceived that 'wagging' will be tolerated, other students are encouraged to miss 
class and this in turn relates to the 'climate' of the whole college. Most students do 
not want teachers to allow them to be 'slack'. 
It is not possible in large colleges to challenge students about not being in class 
when teachers move through the college. Many of them are on four lines, whilst the 
time tables may have five or even six lines; couple this with the half year courses, 
the 'long thins' (courses which run the whole year but with reduced contact time 
each week), and the fifty hour short A courses, and many students will justifiably 
not be in class during any given line. Students can also go home when they do not 
have classes and an increasing number of students come to college on a part time 
basis. The knowledge that dedicated teachers will do all in their power to find out 
immediately why someone is not in class is perhaps one of the major forms of 
displaying her concern for her students and for her class. It is also a means of 
controlling the students. 
DONNA :- I think it is quite a good threat actually, telling the 
students that you are going to contact their parents. My office is in 
                                                 
4  See Thapan (1986 : 147) for a further discussion of the disrepency between how schools      
ought to function and how they actually function.  
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my classroom and I'll quite often 'phone up a parent in class, if it 
is not a major problem, if it is just somebody skipping a class. I'll 
'phone them up in front of the class.5 (FG3 33.02) 
The hidden and long term effects on the climate of a college which arise when 
teachers are too pressured to carry out many of the caring activities which are 
part of their professional identity can have significant effects on the attitudes, self 
esteem and motivation of staff and students. 
7.4.4 Cause : More heterogeneous student population 
There has been almost a doubling of year 11/12 students from 5,464 in 1984 to 
10,062 in 1994. The number of students obtaining university entrance 
qualifications in 1984 was 1,156; in 1994 the figure was 1,983 (Tasmanian 
Assessment Board, personal communication). Now teachers in colleges teach a 
range of students from those capable of 20 out of 20 (the highest possible score 
for university entrance subject) to those previously in special schools6. It is quite 
possible for a teacher to walk out of a pre-tertiary class and into another class 
with special needs students and this class may not be in her area of expertise. As 
Batten et al (1991: 22-23) point out 'The demands on teachers' time and energy 
have and are increasing; as class sizes increase, the diversity of the student 
population increases, the need for new curricular and teaching approaches 
increases'. There is thus not only an increase in intensification of teachers' work 
(as described by Apple, 1982 and Hargreaves, 1994), because they are doing 
more of the same type of work, but it has also been extended because teachers 
are affected by some or all of the following: 
Teaching different sorts of students as a result of  
• The policies of main streaming 'special needs' students and increases in 
retention rates. 
• They are teaching a wider range of subjects for some or all of the following 
reasons: 
                                                 
5  Of course, with many parents working now, 'phoning home is more difficult and teachers 
sometimes have to 'phone the workplace if the student misses more than two lessons without 
notifying the college. 
6  See Hargreaves (1994 : 123) who also  writes of  the concern of teachers experiening the 
mainstreaming of special education students. 
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(i) Teachers are increasingly being asked to become multiskilled and therefore 
increase the possibility of teaching outside their subject specialities.  
 (ii) To accommodate the more diverse nature of the students it has been 
necessary to offer more courses, at different levels of difficulty and courses of 
different duration for post compulsory, mature age and evening students. 
(iii) Previously relatively informal interactions with students, such as pastoral 
care and sporting and leisure electives, are increasingly being formalised and 
designated as specific short courses. 
(iv) Teachers are dealing with new social issues eg, AIDS, job search.  
(v) Teachers are increasingly linking school and work by devising courses which 
involve work experience, and they have to liaise with workplaces and organise 
and evaluate these courses. 
• They have more complex marking schedules to satisfy the demands of 
Criterion Based Assessment.  
• Administration at the classroom level is more complex because of 
 (i) the number of different courses which mean that teachers may be teaching in 
as many as four or more subject areas. 
 (ii) the different lengths and levels of courses.  
(iii) the individual counselling needed to ensure that all students are doing 
appropriate courses at appropriate levels eg to meet the prerequisites for tertiary 
entrance. 
• Problems of control arise 
As a result of some of the students staying reluctantly in schools. If teachers are 
unable to motivate students they may be involved in 'damage limitation', to try 
to make sure that the disruption of a few students does not interfere with the 
work of most students. 
• Teachers are increasingly taking on welfare and social functions. 
Sometimes this is because parents think that sixteen year olds are able to  
manage on their own; sometimes it is because both parents are working and 
   200
sometimes it is because of problems in the family such as unemployment, family 
break up etc. 
All the above entail more work for teachers. They also involve different types of 
work and this extension of work includes planning, student/teacher interaction, 
marking, administration and pastoral care as well as classroom activities. 
Effects  
Increased teacher stress and dissatisfaction on the part of students. 
Impact-  
As Chapter 6 Histories of Behavioural Studies Subjects, Chapter 8 Students in 
Teachers' Stories and Chapter 9 Stories of Teacher Stress demonstrate, teachers 
have increasing workloads, and increasing emotional loads when they have to 
write and teach more units for more diverse students, and manage the problems 
those students present in the classroom, the college and in the wider society. 
Teacher often feel unable to satisfy the needs of all students:  
GWEN : This can be linked straight to satisfying the needs of all 
students which I don't feel we can do simply because having lost 
something like thirty teachers in the last three years we just can't 
then go and say 'Okay, we have lost thirty teachers but what we 
will do now is satisfy the needs of special kids, we are going to 
do some more work related courses which some teachers will 
only be able to have classes of twelve because they are going 
and doing other things with them and things. I think it is 
impossible in a single institution, even though it is a purpose 
built one, but I mean purpose built building was as an HSC 
college rather than one which can cater for everything from the 
special kid to the ones that want to do very specific work related 
courses; to the ones that want to get twenty points to get into the 
best course at uni. I don't think it can be done, I think what we 
are doing, if we are spreading out more thinly we are not doing 
a terribly good job on any of them, which is fairly depressing 
when you are in a situation where you are seeing this happen. 
Some students, as I said earlier, they get there no matter what 
you do. They can not get their twenties, but they will manage 
their twelves and thirteens and things, but I feel we have lost 
some of the excellence that was there and also because of the 
changing nature of the whole school population is that we are 
trying to do  
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CE :   What is the minimum number now? 
RUTH :  15, 18? It depends. It was 21 at our place this year 
wasn't it? 
BRIAN :  21, but exceptions are made for subjects that have got 
vocational, you know university directions, where we regard 
them as essential subjects, but there aren't many of those. (FG1 
55. 27) 
Impact: 
Some subjects are not taught and students become angry (see Chapter 8 Students 
in Teachers' Stories where students write to the local paper to protest against 
classes being cancelled). Students may be justified in feeling that due care has 
not been taken to organise and provide them with properly qualified teachers in 
classes of a reasonable size. It is also disruptive, at the beginning of the academic 
year to have classes cancelled and students re-assigned to other classes. It is not 
unusual for classes to start the year with over thirty students on the grounds 
(and with the hope?) that there will be natural wastage. Therefore it is 
understandable that teachers may be less diligent in chasing up those who miss 
class, especially as those students are more likely to be the less motivated 
students who will usually take a disproportionate amount of the teacher's time 
which they believe could be more usefully spent on those who want to learn. 
7.4.6 Cause :- Increasing hours and days worked  
CE :  You mentioned these obligatory extra days. Why do you 
think they have brought them in?  
GWEN : This was part of our wage deal. When we got parity 
with the mainland we ended up having to do five extra hours a 
week, we lost a week's holiday; plus we, as college teachers, had 
an extra five contact hours per week as well as the five extra. 
Our week [she means fortnight!] went to a seventy hour one 
from a sixty five fortnight. So it extended each college day plus, 
so it is part of that, so instead of actually losing a whole week we 
come in an extra day here and there and then we sort of, spread 
the other few days into half days which is three and a half hours 
after school. 
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BILL:   the problem I see in it is the fact that basically it is that 25% 
increase of workload, you know if it was the Behavioural Studies 
and the [another subject]7 then that would be great, it would be 
absolutely fantastic, but it is that extra line which really... and I 
don't think it would matter what it was, whether it was in the 
subject area or outside the subject area, it really does your 
preparation, there is the marking and it just adds an incredible 
amount of extra workload.  
Effect 
Teachers' work has actually increased, rather than just intensified, it is not just more 
done in the same time but it an increase in hours at college, days worked, and hours 
in front of students. 
Impact:- 
These teachers are increasingly tired and stressed.  
 7.4.7 Cause :- Changes in marking and evaluation 
The introduction of the TCE saw changes in evaluation. Now evaluation has to be 
on ten criteria (Criterion Based Assessment). The marking involved in Behavioural 
Studies has become much more complex. Instead of teachers marking essays in the 
exams, they now have to mark diverse parts of the paper. This may be a series of 
graphs which students analyse. It may be a response to case studies or an analysis of 
the ethics of a research proposal. Each section of the exam has to be marked against 
two separate criteria.8 Added to this there are now also Investigation Projects; these 
are substantial pieces of work which all pre-tertiary students complete and which 
are externally marked as Common Assessment Tasks (CATS). In 1984 the end of 
year exam was two pages long, in 1995 it was sixteen pages long.9 
Effect :-  
Increased feelings of pressure and resistance to undertaking marking. It is 
                                                 
7  This is an unusual subject for a Behavioural Studies teacher to take and for reasons of 
confidentiality the subject name has not been given. Several teachers of Behavioural Studies    
now teach English and Maths so the names of these subjects have not been deleted in their 
transcripts. Also a number take unusual subjects so the fact that it is an unusual subject is not 
enough to identify the teacher.  
8 See appendix 3 for sample examinations from 1984 and 1994. 
9  The exam was made up of three sections; a 'core' answered by all students, then students 
choose to answer either the 'sociology' option or the 'psychology' option. 
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increasingly difficult to find Behavioural Studies teachers to mark the pre-tertiary 
School's Board exam because of a reduction in 'goodwill'. 
SARA :   And that is quite interesting because that was the other 
remark that was made, that they were turning people away five years 
ago. 
SUE :    Five years ago I wasn't allowed to do it because I had only 
taught it for one year! 
JO:   You weren't experienced enough? 
SUE:  Yes they wouldn't let me. I was the only one with four year 
psych but no one was going to let me mark and I feel like saying 
shove it now. 
SARA :    And this year they are begging people.  
I sort of thought, and thought for all the same reasons as everyone 
else, a very busy time, lots of other things to do and I left it right up 
until the death knock and then I rang up and thought I would be all 
right. No!  
Like 'Come! come!' and the strain has been enormous, they are quite 
right it has been really interesting just being involved in the process. 
JO :  And I feel, personally I feel really sorry for the people who have 
marked, but I have no sense of guilt whatsoever because I think the 
chickens are coming home to roost. 
SARA :    Yes.  
JO :   The Schools' Board has abused and abused and abused the same 
bunches of people year in and year out and 
' Boys if this is what you want, this is what you get! You want a 
hacked, half hearted' messed up'.  
So now they have got university students and people who have never 
taught the course and all sorts! (FG2 25.16) 
Jo is clearly exasperated and angry at her situation. It is interesting to 
note the language 'Boys', I think these teachers are aware of gender 
inequalities in a Tasmanian Educational system which is male 
dominated. 
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Impact:- 
At the TTOBS meeting in 1994, the major topic of discussion was centred on 
marking for the Investigation Project and the Examination. The chief examiners 
had been unable to find sufficient teachers to mark the examination and the 
teachers in this research were angry that university students were employed for 
this purpose. It was suggested by the chair of TTOBS (a male assistant principal 
who did not teach the pre-tertiary course) and a female teacher from a private 
school, that the marking of the external examination should be made compulsory 
for all teachers who taught the pre-tertiary course. This proposal was defeated. 
There was no TTOBS meeting in 1995. Teachers in this research feel that they are 
no longer able to carry out their professional obligations and are becoming 
resistant to managerial pressure. Most teachers in this study agree that marking 
the end of year exams was professionally enlightening (they were interested to 
see the sorts of answers that students from other colleges gave to questions). 
They saw that it was part of their professional responsibility to the subject and to 
their students and that it gave them more control over the assessment process. It 
is perhaps on of the most revealing aspect of this chapter on workload that it is 
now difficult to recruit teachers as markers because other less 'professional' 
requirements have become compulsory. 
7.4.8 Cause :- Increasing parental/caring role 
The loss of teachers without a consequent reduction in student numbers, 
increases the workload for those remaining both in terms of teaching and in 
terms of pastoral care to an increasingly diverse student population. Many 
examples of work which teachers are not strictly work expected to do have 
already been documented in previous chapters. They range from the pleasant 
task of helping to select apparel for a formal to the more distressing tasks of 
dealing with students on drugs, counselling pregnant students and consoling the 
bereaved: 
MICHAEL :  Well I know it's probably directed by the cost 
structure at the present moment but it is going to increase the 
sort of emotional load on teachers quite dramatically. I think, at 
a time when schools are actually increasing the workload, I 
think, unintentionally, we are moving more and more into 
family welfare, social welfare, even the bits and pieces course 
like the Health Education course you have got to teach and they 
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are now talking about putting in a Civics course so kids know all 
their rights and obligations; the work experience programs are 
now being elevated as well, so you have two processes in 
parallel; you have got not only an increase in actual time 
demanded for face to face and planning; but you also have 
additional time demands because you are now expected to be 
more than just a classroom teacher. 
Effect :- 
Teachers feel overwhelmed by the demands of their caring roles.  
Impact- 
To some extent this increased demand for pastoral care has been met by formal 
pastoral care programs such as the health courses (however, as Chapter 5 Stories 
of Teachers and Control demonstrates, teachers are reluctant to see formal 
personal development courses take the place of less formal group time). 
Certainly, teachers who have previously done their own follow up work will re-
direct the follow up to Class Advisers and counsellors, and thus forfeit their 
personal interaction with students. Teachers in this research are increasingly 
tempted to avoid pastoral care, as in the case of this teacher who humorously 
describes her temptation to avoid a difficult student.  
.SUE :   And hours and hours of joyous counselling! 
And I said 'Oh my God he is coming round again! Quick let me 
hide!' 
And then of course you don't hide! 
And then you wish you had! (FG2 113.59 ) 
Pastoral care has increasingly become a control mechanism rather than a form of 
interaction. For example, some colleges have introduced 'duties' where teachers 
monitor students at break and lunch. Previously the ethos was more akin to 
institutions for adult learning (such as universities) where informal help and 
guidance were available to students from their teachers if this is sought. 
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7.4.9 Cause :- Increasing administration and out of classroom 
expectations. 
Ashenden (1990 : 7) writes that teachers 'complain that they are asked to do too 
many things and that too many of them are not to do with teaching'. My research 
has similar findings. When discussing what took the time in the focus groups and 
interviews 10, these teachers said: 
DONNA :  The marking! 
KAY :  And organisation! 
LEENA : And administration and chasing up. It depends on which 
college you are in. 
DONNA : Administration stuff. (FG3 26.12) 
BILL :  increased expectations in terms of workloads outside of the 
classroom; what you are expected to do, you know, if you want 
promotion. You have to be on at least a number of committees; 
probably one; yes at least a number. If you are not involved in 
cross college things then, again, you are one of the ones who is 
regarded as being less effective as a teacher. You are not pulling 
your weight and that's sort of been made clear to a number of 
people in the past here: 
' Oh we haven't seen you around, you haven't been involved'.  
Mainly because they are putting all their effort into their classroom 
teaching but that's not sufficient and yes I think there is a lot 
of...and then you've got the change in the student body as well 
which is another factor to deal with yes cumulative, definitely. 
Hargreaves (1993 : 106) refers to situations in which 'administrators take up or 
colonize teacher's time with their own purposes. ' Teachers resent this and see it as 
an invasion of their 'life worlds' (Habermas 1987 : 117). One teacher told me that 'in 
the five weeks to Nov 14th I have been involved in 10-11 different professional 
development activities to do with equal opportunity'. This teacher volunteered to be 
                                                 
10  My findings are similar to Hargreaves' (1990, 1992, 1993 and 1994) more extensive and 
detailed discussion of time and teachers' work . 
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on a committee to look at equal opportunity, but did not expect it to demand 
such an intense commitment. 
Effect :- 
Teachers have less time for preparation, teaching and interaction with students. 
Teachers are learning to say no. 
Impact- 
Hargreaves (1994 : 142) in his comprehensive and illuminating work on guilt has 
demonstrated that teachers often feel guilty. As my research demonstrates, one 
reponse to guilt is anger towards the administration because of the demands the 
administration makes upon them. This anger has taken the form of teachers 
saying 'No' to requests, (for example, teachers refusing to mark the examination 
paper as noted ealier in this chapter) however, when teachers say 'No' they also 
feel guilty and this guilty feeling further drives their anger towards an 
administration which overloads them. Some teachers who are seeking promotion 
consciously 'play the system' and neglect their teaching duties. Most teachers feel 
that teaching has been devalued and that students are not receiving the level of 
teaching they previously enjoyed. The increase in bureaucratic demands reduces, 
rather than increases, teacher professionalism (see Chapter 4 Stories of Systemic 
and Administrative Change).  
7.4.10 Cause :-Increasing complexity 
Teachers work is becoming more complex as a result of the change in student 
population, the changes in courses available, the increasing administrative 
demands and changing pastoral care requirements. The following extract, from 
teachers of Child Development illustrates the commitment and dedication still 
prevalent among teachers and also demonstrates the breadth of their activities 
and the workload involved in planning and preparing courses. 
CE :   Do you still have a person who finds placements? You 
know you used to have a work experience person. Do you still 
have that in the colleges? 
LEENA :   We do. 
KAY :   We don't. 
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DONNA :   A co-coordinator who finds all the work experience 
places throughout the year? 
KAY :   Well in our college they only do the general placements. 
CE :   So they don't do the Child Development? 
KAY :   If it is subject related like Catering and Tourism.  
LEENA :   Maude does all ours. 
KAY :   No, we do our own Working with Children. 
DONNA :   My thoughts at the moment for 1996 with Working 
with Children is to tag on a Work Inquiry A for 1996 and to put 
the work experience section into that but make it more, put 
more value on it and assess the developing competencies. 
CE :  Can I ask you, is Work Inquiry, I don't know that, it must 
be a new one? Which department does it come under? 
KAY : Work Studies area? Careers? I don't know! Social 
Sciences? I guess it is in the Social Sciences faculty, sort of. 
CE : Does it come under Behavioural Studies umbrella? 
EILEEN :  No. 
BECKY :  The only time it would ever have anything to do with 
us is through work placements working with students with 
children. 
CE :  Is it a growth area? 
LEENA :  A lot of kids do it. 
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DONNA :  That's only an A Chris and there is Work Studies 
which is a B. Isn't it I think? 
LEENA :  We do a lot of Work Inquiry A s. We have a lot of 
those classes. 
DONNA :  I think that some colleges are heading towards the 
fact that if a student wants to do work experience, general work 
experience, that they have to do the Work Inquiry A as part of it. 
LEENA :  So they have to do all the resumes, they have to go for 
interview, they have to do their applications. (FG3 11.41) 
Complexity is also increased by changes in the duration of courses. As detailed 
in Chapter 6 Histories of Behavioural Studies Subjects, courses are now of 
varying duration. C courses run all year, B courses might be 'long thins' and run 
throughout the year or they may be 'fat' and completed in half a year. Therefore 
the teacher's workload may necessitate an 'overload' for part of the year. There 
are now so many courses that teachers talk in letters and numbers- BH 715, A 
plus B making a C- rather than in the names of the subjects.  
Effect:- 
Teachers are involved not only with day to day teaching, but in the longer term 
planning and implementation of initiatives. 
Impact:- 
There is a proliferation of committees, courses and demands on the teachers' 
time. The confusion and complexity that results is such that teachers are 
themselves uncertain about the intricacies of their own circumstances. Teachers 
teaching in colleges have to obtain advice from other teachers when they enrol 
their own children because they are unfamiliar with appropriate levels and 
duration of courses. One teacher, in a small college told me that ten years ago, 
four senior staff enrolled all students over several days; now in most colleges, it 
takes the total staff four days to enrol students. 
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7.4.11 Cause:- Teaching outside one's area of expertise 
Chapter 4 Stories of Systemic and Administrative Change and Chapter 9 Stories of 
Teacher Stress have dealt extensively with the issue of multiskilling. Suffice it to say 
here that preparing for a range of subjects at all levels, including pre-tertiary, 
necessitates a great deal of work. This is made very difficult when teachers have 
little or no background in the subject they are expected to teach. As teachers teach 
more, it is increasingly likely that they will have to teach in areas outside their area 
of expertise. This necessitates increased preparation time. Teachers of Behavioural 
Studies subjects estimate that it takes five hours of preparation time to teach one 
hour of a pre-tertiary subject which is outside their area of expertise. 
Effect:- 
Some teachers are under prepared. Some students are disadvantaged. 
Impact:- 
Some teachers are now teaching subjects they do not want to teach and in which 
they have little expertise. Other teachers in those areas do not have the time to help 
and guide those new teachers. This in turn affects standards and motivation. 
7.4.12 Cause :- Changes in the administrative structure 
AST 1 teachers have, in effect, had to take over the day to day running of their 
subject areas because there are no longer SMs of subjects (see Chapter 4 Stories of 
Systemic and Administrative Change). 
Effect:- 
Teachers control their own subject areas, induct new staff, prepare internal 
assessment marks, advise students who want to enter or leave the subject, do the 
budget and make the decisions. 
Impact- 
Teachers have a great deal of autonomy of which they approve (see Chapter 6  
Histories of Behavioural Studies Subjects) but there is an increase in workload. 
Previously Senior Masters/Mistresses (SMs) had ten hours allocated for the 
management of their subject. Bluer and Carmichael (1991 : 27) state the function of 
Advanced Skills Teachers being to 'provide classroom teachers with greater awards 
for demonstrating superior  
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7.5.1 Lack of time 
As in the work of Batten et al (1991 : 22), teachers in this study complain of lack of 
time. 'The demands on teachers' time and energy have and are increasing; as class 
sizes increase, the diversity of the student population increases, the need for new 
curricular and teaching approaches increases'. Similarly, as Hargreaves (1990 : 319) 
points out, one of the features of teaching is that it is never finished because of: 
the polychronic perspective of many teachers...with its emphasis 
on personal relationships more than on things, and its flexible 
management of simultaneous demands in the densely packed 
world of the classroom rather than the one at a time fulfilment of 
linear objectives.  
Teachers in this research report a general feeling of lack of time. Following are some 
of the teachers' replies to the interview question 'What keeps you awake at night?'  
MICHAEL:  Problems of time; higher demands, source of stress, 
expected by the department but do not really give you the 
resources to do it. 
What keeps me awake at night! The stack of marking that I know 
the next morning they are going to ask me'. Have you marked 
those essays yet?' I guess the feeling, probably the thing that keeps 
me...that worries me the most is the fact that you never really do 
the job as well as you would like. You have always got to cut 
corners now, there just isn't the time. Well put it this way, there 
would be the time if you cut into your private life and I'm not 
prepared to do that. I already do quite a lot, school work outside of 
school time, just in terms of marking and things, you have to but 
you are always feeling, you know, that you haven't read enough or 
you haven't kept up to date with this particular issue and you 
could have made that lesson a bit more interesting if you had spent 
a bit more time and effort, that feeling of being under-prepared 
and all the time it is just there you feel God what am I going to 
teach tomorrow? Because you haven't had time to prepare, I guess 
that's the thing that worries me the most, I wouldn't say it keeps 
me awake at night 
BILL :  (private school, previously state college) Well I still think 
that the major thing that keeps me awake at night is actually trying 
to work out how to compress the course into the time available. 
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There will be less of that time for everything. I know that even on 
my part-time load that I have opted out of sport. Now blowing my 
own trumpet, I'm relatively good at sport and a number of sports 
and also at training kids at sport but I have just simply said, 'Look I 
have too much to do and other than what the school says I have to 
do, you know, maybe taking a phys ed class in school time or 
things like that'. I simply opt out, I won't take weekend sport or 
night sport or things like that so there is a contact point which is 
gone. I can do that, by, obviously my teaching is short term with 
this particular school anyway but I think even if I had been in the 
Education Department now I would no longer have been running 
that Matric [Sport] Roster. I would have given it away. I would 
have said  
'This is too time consuming, too difficult'. 
Now some of the kids, in fact most of the kids who are in it I don't 
physically teach, they don't give me kickback for what I have put 
in. I know it is a very negative attitude but that is the way things 
are panning out now. 
These teachers explain the effects in terms of the students being disadvantaged 
because the teachers can not prepare as adequately or because they are reluctant to 
devote time to out of school sporting activities. As Otto (1996 : 109) points out. 'It is 
always possible to find a new way to present a lesson. Marking can always be done 
more thoroughly, and the teacher can always spend more time helping students'. 
7.5.2 A feeling of resignation 
Some of the results of teacher stress11 and lack of time are feelings of resignation 
about the situation coupled with a reduction of commitment on the part of teachers 
mainly because of the perceived decrease in the status of classroom teaching. 
MICHAEL : I don't think they will change the situation because the 
economics now are such that it is inevitable, they are going to lose 
their 18% of teachers they are going to have a 25% increase in 
work, arguing about it now is too late, the argument should have 
been ten years ago. 
Teachers in this research have come to accept that what Hargreaves (1994 : 118) 
describes as 'chronic and persistent' overload is part of their life: 
                                                 
11 See Ch 9 Stories of Teacher Stress. 
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 Intensification creates chronic and persistent overload (as 
compared to the temporary overload that is sometimes 
experienced in meeting deadlines) which reduces areas of 
personal discretion, inhibits involvement in and control   over 
longer term planning, and fosters dependency on externally 
produced materials and expertise.  
GWEN :   We are the only two teachers who teach the whole, you 
know five classes of the pre-tertiaries. There is definitely less time 
to get together and actually plan what we are going to do but 
fortunately Margaret and I have similar ways of saying  
'Oh let's do this.  
Let's do that.  
This works.  
This doesn't work'. 
On the run. 
Planning on the run.  
Decision making on the run. 
Many teachers in this research are disillusioned. They are angry that some things 
they consider non essential are obligatory and they do not have enough time for 
professional activities. Increasingly teachers are opting to work part time. 
CE :   Why do people want to go part time? 
RUTH :  They are driven. 
JOAN :  Yes. (FG1 24.02)  
Most teachers, as a means of survival, rationalise their position and do the best they 
can. Teachers in this research generally feel that their work in the classroom is not 
appreciated (see Chapter 8 Students in Teachers' Stories and Chapter 4 Stories 
Systemic and Administrative Change for a discussion of the deprofessionalisation of 
teachers). Not all teachers have to teach an extra 'line' since some teachers in 
promotion positions such as Advanced Skills Teacher 3 (AST3) teach only two lines 
and AST 1 teachers who take on organisational duties may bargain to teach only 
three lines. This has many implications, a major one being that the classroom 
teacher is given more teaching and administration is seen as a means of escaping 
this overload. Those who concentrate on teaching are perceived as being punished 
by  
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their dedication and, increasingly, the level of overload is reducing the satisfaction 
in teaching. Teachers in this research perceive that the reward system favours those 
who do not concentrate on the classroom. There are compounded problems of poor 
promotion prospects and an aging teaching population. 
Gender is also a relevant issue here, O'Connor and Clarke (1990 : 50) have pointed 
out that 'Time and work-load pressures are greatest among teachers who are 
women, who are permanent teachers, who are highly committed to their profession'. 
It may be that teachers, particularly women, who want to teach rather than enter 
management, are particularly disadvantaged by the decline in the importance of 
classroom teaching. 
7.5.3 Students experience a reduction in service  
'The biggest challenge is to keep up the standards of education 
with the amount of work that is being asked of teachers'. (teacher 
with a Ministerial Award for excellent teaching quoted in the 
Sunday Tasmanian (7.12.96 p 5).  
Like Hargreaves (1994 : 119) I found that as the teachers in this research strive to 
satisfy all the needs of all the students, and satisfy the requirements of the 
administration, there is a reduction in service to the students:  
GWEN :   I try and do new things each year, and I'm not one of 
those ones who grab their notes from last year and start reading at 
page one and finish at page ninety nine. I don't know, I try and get 
new stuff out of newspapers and there is the current stuff and I 
sometimes ...wake up and I feel 'My God! Am I giving those kids a 
fair go? because I am not able to put in the amount of thinking and 
prep time that I would like to and that is not sort of saying I'm holy 
of holy, but just the straight out things that you can try and work 
out what you are going to do; how you are going to approach it; 
which are the videos you are going to show. Sometimes I think 
'Well I'll do the first thing I think of rather than sort of have a look 
at the four options that I have done, and work out which might suit 
this particular class more. I don't think I am doing as much 
marking for them so that is sort of thing I sometimes think 'Poor 
things' Am I you know...?' 
The increased emphasis on multiskilling has had the effect of diversifying expertise 
and has resulted in the increased routinization of teaching and increased 
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dependence on texts (see Chapter 4 Stories of Systemic and Administrative 
Change and Chapter 6 Histories of Behavioural Studies Subjects). As Hargreaves 
(1994 : 119) points out 'Intensification can lead to enforced diversification of 
expertise and responsibility to cover staff shortages, which can in turn create 
excessive dependency on outside expertise and further reductions in the quality 
of service'.  
 DISCUSSION 
In this chapter I examined the workload of a group of Behavioural Studies 
teachers. The findings are in line with much previous work, especially that of 
Hargreaves (1990, 1992, 1993, 1994). This chapter adds to previous work by 
stressing that in this research it is not only the intensification of work but also the 
interaction of intensification with the extension of work which causes the work 
overload experienced by these teachers. In seeking to maintain their 
professionalism teachers accommodate to the requirements of economic 
rationalism whilst at the same time seeking to maintain their standards of 
teaching.  
One aspect of intensification raised by Hargreaves (1992 : 90; 1994 : 120) is that 
'Intensification is voluntarily supported by many teachers and misrecognized as 
professionalism'. However, nowhere in my research did I find any evidence of 
intensification being voluntarily supported. Teachers in this research did the 
increased work because of their professional orientation and to protect their 
students. The use of the word 'voluntarily' implies that the teachers felt they had 
a choice. The cause of much stress is that teachers feel they do not have a choice, 
that they must do their job well and support their students. As Hargreaves 
(1994:117) points out there are 'major trends towards deterioration and 
deprofessionalization in teachers' work' with the routinization and 
rationalization of their teaching. There is an increase in what some teachers call 
'filing cabinet' teaching, in which a teacher will open their filing cabinet and 
extract notes which were used in previous years. There is little time for planning 
and re-evaluation of these notes. This is particularly important in the Sociology 
Option, where the emphasis is on current Australian debates and current 
Australian statistics. It seem clear that increasingly teachers are forced to review 
their workload and reduce it where they can. It may be the case that economic  
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rationalists might approve of this 'filing cabinet' teaching. Increased teaching and 
increasing demands on time mean less resource use in terms of preparation, 
research and production of materials for class. This 'better' resource use is a form 
of increased productivity. This does not allow for a drop in the quality 
(effectiveness) of teaching, nor for a decline in the satisfaction of the teachers.  
From my research it is the interaction with students which provides teachers 
with most satisfaction (see Chapter 8 Students in Teachers' Stories). The 
imposition of economic constraints and economic rationalism has resulted in the 
teachers defending themselves by rationalising and routinizing their work to a 
certain extent, but at the same time this has reduced their job satisfaction. The 
issue of the teachers as professionals is relevant here. The systemisation of 
teaching and codification of non teaching areas affects the interaction between 
teachers and students and the professional status of the teachers. The 
introduction to this chapter points to the rhetoric of the ideology of economic 
rationalism described by Ashenden (1990 : 12) as a situation where 'greater 
productivity comes not from spending more or working harder but from 
working smarter'. This chapter points to the perceived realities of these teachers. 
They feel that their workloads have increased and that teachers, rather than 
working smarter, are reducing non compulsory aspects of teaching to 
accommodate the increased workload imposed on them.  
Teachers argue that it is not 'smarter' to allow unqualified university students to 
mark pre-tertiary exams12. It is not 'smarter' to reduce interaction with students. 
It is not 'smarter' to force teachers to do in-service training on gender, which they 
perceive as less relevant to them, and not give them time to prepare for their 
classes nor give them any training in subjects outside their expertise which they 
are required to teach.  
Economic rationalism has not worked for many of these teachers. It is convenient 
for economic rationalists to argue that if teachers are so overworked it is because 
they have failed to 'work smarter' but this is another case of 'blaming the victim'. 
Teachers have had changes imposed upon them and they have received no 
training in 'working smarter'. Instead, because of their obligations to their 
students, because of their care  
                                                 
12 The university examiner argues that these university students are qualified because they are 
postgraduate students.  From the teachers’ point of view they are unqualified because they are 
not teachers and have not taught the course. 
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CHAPTER EIGHT: STUDENTS IN TEACHERS' STORIES 
 INTRODUCTION 
For the teachers in this study the most significant aspect of their work is         
their students or, as they often call them, their 'kids'. It has not escaped my  
notice that 'students' are located towards the end of my stories. This is not 
because they are unimportant. As Seddon (1990 : 5) points out, 'teachers'       
work contexts are also students' learning contexts so that educational and 
industrial issues are one and the same'. Rather, it is because the situation of 
students in Senior Secondary Colleges in Tasmania has already been widely 
researched by Abbott-Chapman et al and Holloway et al (Abbott-Chapman et    
al 1986a, 1986b, 1987, 1989, 1990, 1992, 1993 and Holloway et al 1992) who      
have done a series of research studies of students in Tasmanian colleges and      
in first year university which spans the period 1982-1992. The findings of      
those studies have been invaluable in matching the views of the teachers        
with the views of the students. This thesis, with its emphasis on teachers'    
voices, complements the work of Abbott-Chapman and Holloway and     
provides detailed investigations into the Senior Secondary Colleges from 
approximately 1982 to the present for both staff and students.  
8.1 STUDENTS ARE THE MOST REWARDING PART OF TEACHING 
My findings confirm Lortie’s (1975:103) work which found '[t]he marked 
tendency for teachers to connect their major rewards with classroom          
events'. Unfailingly these teachers nominate students and teaching as the      most 
rewarding part of their job. 
GWEN :   There are some, well the rewards of teaching this    age 
group comes from the emerging adulthood. You will see    it, the 
difference between the beginning of year 11 and year     12.  I 
have a student that I taught English in year 11 and in    year 12 
he came to Psych and I could see the incredible difference there 
and it is just so marked in some of them because, that is the 
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beauty where you can actually treat them    as equals to all 
intents and purposes and they are bright;   they're intelligent; 
they're engaging; they're humorous, you know they are very 
caring and things and all those sort of  things just make it to me 
a wonderful age group because        you can actually, if you are 
prepared to give a bit of yourself, you get so much back.  
NANCY :  (private school) But really because of the contact with the     
kids and I really enjoy working with the type of kids I'm working         
with and the relationship I have with them. (FG2 54.00) 
CE :  So what is it that takes the time? Is it the teaching, or the   preparation 
or the marking or the administration?  
KAY :  The whole lot 
LEENA :    The teaching doesn't, that is the easy part 
DONNA :    The teaching doesn't  
CLARE :   It is the best bit 
BECKY :    It is the most enjoyable. (FG3 26.12) 
REBECCA :  (private school) I think what makes me happy        
is just good relationships with my students, feeling that they  
like and enjoy the lessons and find the subject material 
stimulating, relevant and that they can make connections      
with other subject disciplines and their experience of life, 
however limited that might be. Yes, I think that is what I        
find most rewarding'. 
BILL :  Job satisfaction; classroom, classroom, classroom, 
classroom, and happy kids that achieve well, decreasing.  
MICHAEL :  (private school) Okay, the last one I want to       
look at is job satisfaction, this is one of the most important 
characteristics in school teaching, in that you can get an 
enormous amount of job satisfaction and the job satisfaction  
isn't something that accumulates because you finish a         
project for two years or so on, it is something you can get 
immediately, day by day, even lesson by lesson, and must be 
one of the few jobs in our society where you do get a degree      
of feedback almost immediately. You get immediate feedback, 
not only if you have taught a bad lesson, but you get a good 
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feedback if you have taught a good lesson and I know from my 
own personal point of view, some days you come home and think, 
God I have done a lousy job, and other days you are on a high 
because you have had two great lessons, kids have responded well 
thoughtfully and sensibly. I think it is important if you have got a 
high stress job to get these, they are small and insignificant, but 
they are constant, little rewards, and the little rewards are feedback 
from the kids and sometimes from other staff. It really does give 
the job a high which I think few other people would experience to 
the same degree as schoolteachers get. 
As Ashenden (1990:13) points out ' what teachers count as real teaching is teaching 
the kids to think'. Teachers in this research also value being able to help and care for 
their students. 
BECKY :  And I think that might be one of the reasons too that they feel more 
comfortable about coming to you about something which is outside the 
subject, because even in your subject area they can bring in things from home; 
their own experiences turn up in the discussion and so they have already let 
down a few barriers by the time anything goes wrong. 
LEENA :    But also once you have that openness and trust going, you can 
pick, by intuition that something is wrong with them. 
BECKY :  You know them don't you?  
LEENA :    And you can pull them to one side and (say)...  
BECKY :  'Why are you so quiet today?' 
LEENA :    'What is the matter, is there anything wrong?' And they usually 
say. So you can pick it with them as well if you have built up that 
relationship. (FG3 27.12 ) 
This care and concern for students is part of being a good teacher. However,            
as the chapters on workload and teacher stress indicate, these teachers are 
increasingly feeling they must limit care for their students as a form of self 
protection. This has the effect of increasing the teachers' guilt because they       
cannot spend as much 'quality time' with their students and also reduces                
the rewards they experience from interaction with their students. This is    
happening at a time when these students need more rather than less care             
than the students at colleges in 1984. My research has highlighted the continuing 
concern and care which these teachers want to devote to their  
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students and their teaching. However, in the state system, organisational and 
ideological imperatives have reduced the ability of these teachers to engage that 
care. Teachers have 'rationalised' their current situation. In the following passage 
Gwen is talking of what makes her happy:  
GWEN :   When kids do really well. I mean obviously that's... 
but I have stopped ever believing that that has got that much to 
do with us, rather than with your ability to motivate the kid, or I 
know that half the kids would do almost as well if they were left 
totally to themselves with the text book and stuff. I don't for one 
minute believe we are so invaluable that one lesson wasted is 
something that can never be, you know? I think that some 
teachers over estimate the effect they can have. They 
overestimate their particular contribution to a kid's 100% in 
something. Whereas I get a kick out of kids being pleased with 
things. I think there is a lot of it is really very little to do with us. 
I think when we pre-empt some type of exam question where 
the kid is not going to get fazed and obviously we help them 
that way and stuff, but when you look at the actual way they put 
their words together I think it, at this stage there is very little, we 
can only do the band-aid stage and say 'I am helping by saying if 
you can not spell a word, leave it out and you don't know how 
to paragraph; just do chunks of five sentences because 
somebody marking it might not know about paragraphs either.  
Gwen is questioning the influence of the teacher on student achievement. In 
psychological terms, the locus of control is not with the teacher. There is some 
truth in the observation that teachers cannot take all the credit for good marks. 
However, if teachers believe they are influential, it motivates them to facilitate 
their students' achievement and their pursuit of excellence. If teachers don't 
mind missing a lesson here or there, for whatever reason (and in the colleges that 
reason is more likely to be an administrative rather than an educational reason), 
then that attitude permeates to the students and may change the school climate. 
Michael finds good marks rewarding, but explains that in private schools the 
reward is generalised throughout the staff.  
MICHAEL :  ( teaching now in a private school, previously 
teaching in a college ) Oh yes, the other obvious thing is that you 
get a kick back from the results the kids get, last year I finished 
up with a twenty out of twenty. I think there were only six in the 
state? 
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Oh you got one too did you1? Oh very good. I mean that was a 
real kick because not only did the kid want to talk to me but the 
other kids in the class, because it is a sort of corporate class the 
other kids, were saying 'Yes it's terrific, she has done well 
congratulations,' and the school, you know the private school 
system does reward you. The state school system may not, you 
get a personal reward, but I mean teachers, I actually arrived 
back there and three of the teachers already knew, they said  
'Terrific, you got her through, she has got a 20/20, she has 
'phoned us and told us and we think it is terrific'. But it is not 
just that. In fact last year it was not just the kid who got 20/20; I 
had seven kids that I said had no bloody hope, who were on the 
border line and six of them got through, because a couple of 
them rang me up and said  
'Yes I got through, I told you I would I'm not as bad as you 
thought I was!'  
Yes that is a real kick, it is a real high. You only get it once a year 
unfortunately and sometimes you get bad years in which you 
get the reverse, you go downhill and then you think 'Oh God 
maybe I'm too old for this game I'd better pick some other job, or 
do something else or change my approach whatever it might be. 
' But it is a real kick, a real fizzer. 
From my research, it seems as if the private schools provide a more caring and 
supportive environment for their staff. They seem more centred on teaching and 
that includes attention to the students' results. Like Lortie (1975:175), my 
research found that teachers want to teach and that they find teaching pre-
eminently satisfying and rewarding. An indication of the centrality of students is 
that during member checks most groups of teachers chose to discuss at length 
the findings relating to students as it was these that interested them most.  
 
 
                                                 
1 Apart from a card from the student who obtained the 20/20 score, nobody from my college 
mentioned this result. 
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8.2 TEACHER AND STUDENT INTERACTION HAS DECLINED 
The work of Abbott-Chapman et al (1992 : 35) suggests that students may be 
reacting to the deteriorating teacher/student interaction: 
The first [finding] is the significant decline in mentions of the 
'quality of the teacher/pupil relationship' as the 'best feature ' of 
College life. This is something College Staff have always prided 
themselves on in the past, but see as being threatened by ever 
increasing numbers and pressure on facilities. In 1982/83 21% of 
students saw this as the 'best' feature of their 11/12 studies. By 
1990 this had dropped to only 9% of students. Indeed the 
average for all colleges with the exception of one is only 5%.  
Students themselves nominate 'enthusiasm for subject' and encouragement as 
important to them. However, the policy of multiskilling, with some teachers 
being assigned to teach in areas they do not like, or do not understand, will have 
detrimental effects on teaching and learning. Teachers teaching more courses 
have not the time to give tutorials and to interact informally with their students. 
Batten et al (1991 (b) : 28) points to the importance of individual interaction: 
'however they differ, students respect particularly those teachers who will take 
time out to deal with their learning problems individually'. 
SUE :   The whole thing is you don't know how hard these kids are 
working now because they don't have time to show us everything they are 
doing any more because we are in class. 
JO :  And a lot of them are working. 
SUE :  They are working hard but what they are giving you may not be a 
lot, but they might have spent hours on that. 
JO :  They really are stretched. 
SUE :   But they cannot come to us to ask 'Is this all right?' any more 
because there is no-one around, hardly. 
CE :  Because you are teaching all the time? 
SUE :  They know that and they don't bother do they? 
JO :  No. (FG2 122.20) 
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Batten et al (1991(b) : 28) point to the dangers of this lack of interaction for 
students: 'impersonality in teacher-student relationships sometimes contributes 
to their learning difficulties as well as the levels of stress they feel'. In economic 
rationalistic terms, it would be difficult to evaluate the importance of students 
and teachers having the time to talk to each other about things they did not 
understand in class. However, if teachers are always rushing off to the next class, 
students are not able to obtain that immediate feedback to problems. It could be 
that in some private schools, with their smaller numbers, students still have the 
opportunity to talk to the teachers and ask for tutorials. Certainly the work of 
Abbott-Chapman et al (1990) and Holloway et al (1992) on Tasmanian senior 
secondary students suggest that it appears that 'enthusiasm for subject, ability to 
communicate well and respond to students, and a teacher/student relationship 
which reflects mutual trust are keys to teacher 'retention effectiveness''. Teachers 
generally, and the specific teachers in this research, indicated that they want to 
be effective and that they perceive that their students need them to be effective. 
However, the social and financial situation is reducing that effectiveness. 
Michael (talking initially of the state system in which he used to teach) describes 
how the changes in the system are affecting interaction in the classroom: 
MICHAEL :   (Catholic private school) Well I think that the 
amount of feedback would be decreasing simply because as 
class sizes increase, most teachers, myself included, find that 
you need to compress the interaction to get the lesson over and 
maintain discipline. You become far more rigid in your 
approach both to lesson planning and in talking to students and 
so on, and the more rigid you become, the less feedback you are 
likely to get, so I suspect that job satisfaction will decline just as 
an inevitability of larger classes; more time needed for 
mechanical things like lesson preparation and I think the 
overwhelming demand, as the numbers get larger, the need for 
discipline overwhelms the need for interaction. It is the 
interaction that gives you your feedback. In other words 
teachers have got to try and say 'Bugger it! I'll have a loud 
lesson, that's a loud lesson and I got something out of it even if 
the teacher next door is complaining about the noise. I had an 
interesting insight on teaching. Next door to me, I have a first 
year teacher this year and I had the first couple of lessons and he 
came to me and said  
'Oh' 'he said  
'Your class is very loud and one of them was knocking on the 
wall!'  
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and I said 
 'She'll be right sonny Jim, we'll sort them out before this year is 
finished'.  
So he feels compressed to have total control, he is a new teacher 
and he was sort of saying,  
'Look your kids are doing things which are a bad example to 
mine'. 
But I think he has learned in the last six months that I can talk to 
and deal with kids that he's having great problems with, he is 
trying to talk with their parents and get them disciplined while 
I'll talk to them in the corridors and in the yard, so anyway that 
is just an experience thing, but I think, yes, job satisfaction will 
decline as teachers with bigger loads try to opt for more 
authoritarian methods of getting their information over and 
controlling their classes. It is inevitable. 
Michael is likely to understand what Goodson and Walker (1991 : 77) call 'the 
alternative culture' of his students. He also graphically explains why the 
economic changes have produced changes in interaction in most schools 
especially the state and Catholic schools. Teachers are forced to become more 
routinised and more bureaucratized to deal with increasing class sizes and 
increasing workload. (This despite the dramatically increased number of 
available subjects as described in Chapter 6 Histories of Behavioural Studies 
Subjects). Michael's account partially explains the phenomena of student lack of 
participation and commitment which is discussed later in this chapter. 
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However the formalisation has reduced the informal interaction and fun     
which was once a part of sport and electives. Students were expected to take  
part in sport and electives because they wanted to. Now sport and electives     are 
more likely to be short courses with attendance and assessment requirements.  
8.3 STUDENTS ARE EXPERIENCING INCREASING PRESSURE 
8.3.1 Social and personal pressure 
Teachers in this research are concerned for the increasing pressure which       
they believe their students to be experiencing. 
EILEEN :  Girls these days have got so much stress. Even when they       
are getting on with their parents. I don't know if it is peer pressure or 
what. They just seem to have more problems. 
CE : The girls have more problems? 
LEENA :   Yes. 
CE :   Is that because they are equal now? 
KAY :   Or they are more likely to communicate them maybe? 
LENA :   I don't know, just all this stress factor when you get to college 
years and they have stress, fighting with their boyfriends, and their 
parents don't understand them and...  
KAY :   Oh yes! 
LEENA :   All these things that to me wasn't relevant when I was their age. 
KAY :   And so many students move out too don't they? 
DONNA :   Yes, I don't know whether it is easier for them to move out, so 
they move out or whether it is the peer...It is the done thing to move out, 
so they move out. A lot of my students move out.  
LEENA :   Because the Department will give them the money. It was even 
on TV, all a child has to do is say they are being abused, or can                 
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not cope with the home situation and what ever welfare thing they         
put them on. (FG3 31.00) 
In member checks there was general agreement that students were    
experiencing increasing pressure and there was agreement that students        
have changed. However there were no new suggestions as to the causes of 
pressure or change other than those already suggested by the teachers in the 
research. 
8.3.2 Pressure from different expectations 
Teachers in this research are concerned about the increasing pressures      
students experience as they endeavour to fulfil multiple roles. 
NANCY :   But if they are juggling study and a job. 
JO :   Sport. 
NANCY :   Sport and you don't know what is going on in the family house 
at home. 
SUE :   Their social life. 
NANCY :  It is all that.  
JO :   It is, the vast majority are juggling sport and work as well as school. 
SUE :   And a some of them have a couple of jobs. 
SARA :   Yes that is exactly right. Well I know of my own kids. I have a 
daughter, my older daughter has two jobs and she has had two jobs all 
year 11 and year 12. When I was doing year 11 and year 12 it was just 
unheard of I mean!  
JO :   You didn't have time! 
SARA :   You didn't want to it was so awful I mean it was...  
J O :   You had 40 cents bus money and that was it. 
SUE :   Yes but you see most of them have a car and everything. Now I 
think one person had a car when I was there. 
NANCY :   Well when I was a teenager there weren't two car families in 
those days. (FG2 120.31) 
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This increase in pressure from different expectations results in students not      
seeing their work in college as central to their lives as it used to be in earlier      
times. 
EILEEN :  Yes, but I don't think the students are as bright. 
LEENA :   They do not have as much application. 
DONNA :   Application! That's it! 
LEENA :   I get it all the time in my Maths class kids. You used to be able to 
walk into your pre-tertiary class and have no hassles. Some of my Maths 
people walk in to their pure stage two and pure stage three and I mean, they 
are meant to be the intellects and sometimes they have real discipline 
problems or they have not done their work. Go back a couple of years and 
they would not have their work in late! They would have it in beforehand! 
They would be coming asking questions and they are not even handing their 
assignments in, they are not doing their study, they are...  
EILEEN :  They have all these other things going on in their life, like five or 
six years ago, a really good student, they would study and that be it. Now 
they are working, they are doing all these other things and they will come up 
to you and say  
'Oh I haven't done my Behavioural Studies because I had to work last night 
and I've got to work at the weekend and I've got an army reserve camp'. 
LEENA :    Or they have to look after their younger brothers and sisters 
because their parents are working. 
EILEEN :  Yes and they all work, even your best students have got a job and 
there are all these other things conflicting with their studies. 
CE :   Now why have the best students got jobs? Is it their parents? Or is it 
them? 
EILEEN :   I don't know, I think it is them as well because some of them don't 
need to work when you know their backgrounds. 
LEENA :   I don't know, perhaps if you know their backgrounds, but I don't 
know, the way things are going, everything is just getting so much more 
expensive, I mean, once upon a time, mum stayed at home with the kids and 
didn't bother working, but now you cannot survive on a single income and 
expect to have your two cars, your home, send your kids to school, and do all 
the things and then you get to the stage where the kids want more, then they 
get their jobs so they can buy their own stereos and CDs and clothing. (FG3 
36.22) 
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8.3.3 Pressures arising from the TCE and CBA 
Teachers in this research see their students as not being as conscientious about 
their work as students were four or five years ago. At the same time they see the 
TCE and its attendant CBA is a source of pressure for their students and they 
directly link the TCE with the increase in drug and alcohol abuse. They point out 
that 'alarm bells should be going off!' 
SARA :   I watch my daughter go through this, she was the first of the 
TCE, she started in grade 9. Finished it last year, only she, only she is 
reasonably bright and she could cope with the pre-tertiaries but I watched 
her do her Geography Investigative Task and the sort of skills that she was 
applying were the sort of skills that I didn't pick up till I was at uni. She 
was taking them on, she didn't quibble about them she did them and I 
didn't discuss it with her, but I thought at the time, that is amazing 
because what we are expecting kids to do is a lot more at a lot younger 
age. 
JO :   Yes we are. And I think that is the drug thing, the whole lot I mean it 
is a sense of release, they need something in the end. I don't blame them 
quite frankly. 
SUE :  Whereas when we went to uni, we went out to have a good time, 
we went out to have a good time, just with the focus of having a good time 
whereas they seem to be killing some pain or tiredness or depression. 
SARA:  Exactly, some sense of release or something. 
SUE :   Release, whereas ours was just to have a good time. Whereas 
theirs, why they are gong out to drink or drug take is for a different 
reason. Ours was for fun, but theirs was for a different outlet. 
JO :   Once you could just dismiss it as the kids who can't cope. The fact 
that it is happening to your top kids tells you that I mean alarm bells 
should be going off! 
SARA :   Precisely! (FG2 16.00) 
Circumstances are such that 'academic' students are working harder and at      
the same time they are putting other things before work. The rise in          
students working in part time jobs can be explained by the emphasis on        
work and unemployment in the current youth culture and consciousness. 
Students who have to construct portfolios and resumes can tend to see any 
employment as important even if it detracts from their study. 
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Nancy, from a private school suggests that the TCE in easier than the HSC. Teachers 
in state colleges do not agree with her. 
SUE and JO :    Oh no! 
JO :  Not our experience at all. 
These teachers point to the fact that some students are choosing to get jobs rather 
than stay on at school because the TCE is so difficult: 
JO :   It is grinding really good students into the ground. 
SARA :  Absolutely, it is very demanding, very demanding. 
SUE :  They are opting to find a job, that is where they will be. 
JO :  Really capable students are saying 'Stuff this!' 
SUE :  Really capable students are opting for a job because they know they 
will get it before some of the others, if it is there. (FG2 13.30) 
This is the reality for some teachers: the TCE is driving the really good students to 
seek jobs. A form of administration which encourages the good students to leave 
college is alarming. Even more alarming that it appears to be unlikely that the 
administration is aware of the profile of these school leavers in a state with low 
retention and high unemployment rates. 
Students are experiencing increased pressure due to TCE, but the majority of them 
will gain a Satisfactory Achievement (SA) a grade which can be attained without 
this pressure. Therefore we have a situation which demands a high degree of 
administrative conformity from teachers as they mark according to criteria. It 
demands high levels of work from the students as they struggle, not only to answer 
the questions, but also to satisfy the criteria, whilst the end result is only an output 
required by the administration, that is, most students achieving a SA result in most 
subjects. Jo points out, in Chapter 5 Stories of Teachers and Control, that most 
students will gain an SA for a mark ranging from 44/45% to 65%. This is a huge 
range which does not seem to justify the work involved in the analysis of ten 
criteria. The changes have implications for equity. This chapter opens with students 
reporting less liking of study and less interest in their courses. The allocation of 
students to programs and the allocation of awards in assessment are no longer 
mainly decided by teachers. They still have some input into these decisions, but they 
now make those decision within a managerial framework which is increasingly 
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likely to be routinised into a bureaucratic framework such as the algorithms 
which decide final assessment. This lack of control is deprofessionalizing to the 
teachers. 
8.4. STUDENTS AND DRUGS 
Some teachers in this research suggest that there is an increase in drug use which 
is a result of increasing pressure on students. They also suggest that the increase 
in drug use is an explanation of the quiescence of the students. 
NANCY :  (private school) But the big change, that I was talking about to a 
parent the other day, is drug use. It has moved down and they are fairly 
open about it. 
CE :  Do the rest of you pick that up? 
SARA :  Yes definitely! 
NANCY :  And this relates to my daughter as well, my son is in year 12 
now, and my daughter is almost twenty three so there is five years 
between them and there is a big difference, a big difference. 
CE :   Do you think there is more drug use, or do you think they are more 
open about it? 
JO :   More drug use. 
SARA :   More drug use. 
SUE :   Different drug use; heavier drug use. Heavier drug use, maybe not; 
it depends what you said. When I was at uni there were just as many 
people drinking and smoking cigarettes but there wasn't as many people, 
marijuana and anything else you can get. 
NANCY :  And LSD, and ecstasy and daytura2. 
CE :  Are they into all of those? 
NANCY :  There is a small population, a very small population that are 
getting into that. Marijuana is so much more widespread I suppose. 
                                                 
 2 A naturally growing plant called Devil's Weed used originally by aboriginal people. It is 
hallucinogenic and dangerous. 
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SUE :  I reckon there would be as many people smoking marijuana as there 
was cigarettes when we were students. 
CE :  And how does that affect the way they behave.? Does if affect their 
behaviour? 
JO :  Absolutely! 
NANCY :  It affects their memory. 
JO :  I think it is one of the most, I think it is one of the strongest de-
motivators, I mean this year for the first time, I had a kid have a sort of 
psychotic episode in class, which was interesting and I had taught him for a 
couple of years and I knew he had a real problem with, you know, excessive 
marijuana use but a lot of people just underplay, and I did I guess. I never 
thought, you look at a lot of the clinical literature on marijuana and it does 
not come up as terribly serious, but in terms of motivation and the impact it 
has on motivation I think that is a really, really a serious thing that is 
underplayed all the time. And kids even begin to say it. I had a student do an 
investigation project on it this year. 
NANCY : Yes mine did too. 
JO :  And he's a kid who would be, and he was a heavy user, and he came 
to...his own conclusion was that he saw what happened to his peers and 
decided that he didn't want to be there any more, and I mean he is a smart 
kid, and he just said, that was the thing that he noticed, that it took his drive; 
he became disinterested, lethargic, Consequences, you know, consequences; 
people could sort of tell him what was going to happen; he didn't give a 
damn. 
SUE :  That is logical really, because if you are on a high and you are going 
zzzzzzzzz all  the time and then when you come off it you haven't got any 
zzzz to go zz normally. Would it? What ever zzz means! 
CE : So would you say that drug use has increased? 
JO :  Definitely. 
NANCY :  Yes. 
CE :  Doubled or tripled? 
NANCY :  And alcohol too. 
JO :  Binge drinking is a really big problem. 
NANCY :   Binge drinking and before it would be three or four times in term 
three towards the end. Oh no this is hard, this is five years ago but now it 
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was sort of every weekend with my son till we had a little sort of all that 
out. 
CE :  Can you put a reason for it? 
SUE :  I think they have become more social; they also have more money. 
In many ways they are expected to do many things, I don't know if they 
are expected to be more adult but they have got jobs, and they play sport 
and they have got to be and they have got to be... 
NANCY :  There are a lot of demands and they know there is the pressure 
of no jobs too. 
JO :  And that is good students. 
CE : That's good students is it? 
NANCY :  Yes  
JO :  Yes ! Good students say 'Look we drink to get drunk, really drunk'. 
You know you try to push the moderation bit and these are top students, 
exceptional students. 
JO :  Which just wouldn't have got that kind of kid before, and this year I 
was talking to; at our disco; eventful evening, you know where you drive 
kids home and they are vomiting out of the window. They are good kids 
and you know I have got a pretty good relationship with them and I said 
to them the next day. I didn't expect to see them at all actually  
'What was it about?' I said, you know I said 
'Look I was just surprised!' and one said  
'Look it is not like me' and I said  
'No, so what was that all about?' and they said  
'I just felt so I had had it so much I just felt so much pressure'.  
I think TCE has definitely put the pressure on. (FG2 08.33) 
When the results of the research were presented to the teachers for member 
checks, they were uncertain about the increase in the amount of drug          
taking: some teachers argued that perhaps drug abuse had not increased but  
that students were more open about taking drugs, which is a point made by 
Nancy. 
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8.5 SATISFYING THE NEEDS OF ALL STUDENTS 
Teachers in this research comment upon how difficult it is to satisfy the needs of all 
students. The change from elite students to the whole range of students which 
resulted in increased retention rates, has been exacerbated by reluctant students, by 
the policy of mainstreaming students who were previously educated in special 
schools,3 and by the policy of encouraging unemployed young adults to attend 
college. The colleges in Tasmania, in the '70s and early '80s, were generally 
acknowledged to be excellent educational institutions for teaching academically able 
students in years 11 and 12. Now the 'clientele' of the colleges has changed 
significantly: 
RUTH :  The change in clientele is what I have noticed most. The quality of 
the student that we deal with now is very different to the quality of the 
student there when I first started teaching. After I left this uni I went to a 
secondary college and basically every kid I taught that year in Soc/Psych 3 
came on here to uni. (FG1 08 54) 
The combined effects of a changing student population, increased workload and 
larger class sizes, have diminished the quality of teaching:  
LEENA :    Well colleges have changed so much, I remember when I went in 
to teach...I just had to drop my standards so much. I remember when I went 
in to teach I thought college, pre-tertiary level 3's and you need to go on to 
get your...and then I'm teaching these subjects and thinking 'Oh!' and I had to 
really drop my standards to be able to cope with all these different, non-
academic kids and now you seem to be lowering your standards, well not 
really lowering your standards, but you have to go with the flow of the 
students who are coming in aren't the academics any more. (FG3 36.22)  
Notice here the change in Ruth's language, as she adopts the term 'clientele' rather 
than the more usual 'kids'. Cheek et al (1996 : 212) point to the importance of 
language 'as playing a major part in the way that knowledge and the 
understandings that flow from it are constructed'. The words used by these teachers 
to describe their students are revealing. 'Clientele' is far more usual in teachers who 
are also senior staff, or in this case, counsellors. These teachers associate with the 
administration more frequently and are more likely to adopt the 'economic' view of  
                                                 
3  See Durbridge (1991 : 87) who also relates increased retenton rates and students with 
disabilities too teachers' workloads. 
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service providers who call those to whom they provide a service their 'clients'. I 
would argue that dealing with clients4 could be seen as distancing teachers from 
their 'kids' (indeed, sometimes when teachers were talking of 'my kids', I had to 
ascertain if they were talking about heir students or their own sons and 
daughters). 
Abbott-Chapman (1989 : 183 ) in her work on students in Tasmania has shown 
the importance of teachers' interaction with their students: 'The teachers' role is 
central to the identification and development of intellectual ability'. Abbott-
Chapman explains that teachers may be a strong influence on decisions to go to 
university: 'Of those who come from socio-demographically 'disadvantaged' 
areas the proportion who said their teacher was influential is 73% compared 
with 61% of the rest'. We therefore have evidence of the importance of teachers 
in developing and encouraging their students to attend university. This 
encouragement used to be a feature of the relaxed and informal relationship 
between students and teachers. There was an informal mentoring system which 
encouraged students with ability, no matter what their social or geographical 
background. Teachers were able to share their 'love of subject' with their 
students. As Abbott-Chapman et al (1989 : 183) found:  
As many as 73% of students who said that their secondary 
teacher had played a part in their decision to go to University 
said that their teacher had influenced them by excellence of 
teaching and enthusiasm for subject. These 150 students 
represent 46% of the sample  
Increased workloads and teaching their outside area of expertise will 
undoubtably reduce the quality and quantity of teacher pupil interaction and 
may have a significant effect on students who are educationally disadvantaged. 
Fitzclarence and Kenway (1993 : 92) explain that 'Students 'at risk' of leaving 
secondary school early, have been defined as a special category to be addressed'. 
We therefore have a situation where teachers, are being limited in their 
interaction with all students and so can not even provide the same level of 
support to students, never mind increase that support to accommodate increased 
student numbers. 
                                                 
4 See Miller (1995 :59) for a discussion of academics seeing their students as clients. 
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CE :  How are the pre-tertiary kids treated now compared with ten years 
ago? 
BRIAN :  How do you mean how are they treated? 
CE :  Well you just said it wasn't fair on the pre-tertiaries. Ten years       
ago it was all pre-tertiary so everything revolved round them? 
BRIAN :  Yes right. 
CE :  How do you think the pre-tertiary are fairing with the retention rate 
being so high and the majority of students in colleges not matriculating? 
BRIAN :  Well they haven't been marginalised, but they have to           
some extent been pushed to one side with time-tabling and exam         
time-tabling and those sort of things has been designed to suit the   
majority of students. 
JILL :  And there are lots more distractions now. (FG1 39 00)  
These distractions can come from the 27% of students who are in college for the 
social life (Abbott-Chapman 1992 : 26). Declining resources are also increasingly 
used by mature students and by the main streaming of special needs students. 
These teachers point to the fact that some mature students use an unfair amount 
of limited resources to the detriment of average age students. It was suggested to 
me by several teachers that other agents, such as psychiatrists, psychologists, 
probation officers and prison staff5 see the colleges as places where those with 
problems can obtain some form of help, guidance and hopefully direction. 
SUE :   I think every single mature aged student I have had has had 
problems, every single one! 
NANCY :   My sister-in-law is a mature aged student! 
CE :   It depends what subject, I should imagine they are choosing       
Psych to solve their own problems perhaps?  
JO :   Or for teaching or nursing.  
SUE :   But they have all got problems and they are coming from a 
different focus as well. 
JO :   Well they don't necessarily try to...  
                                                 
5 The Mercury  (6.9.1996 p 3) reports convicted murder Shanene Wade attending Hobart College.  
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SUE :   Well you have had a couple, tricky? 
JO :   Indeed! 
SUE :   But then you have had a couple who haven't as well ? 
JO :   Some can get involved with problems without even trying. I mean the 
mere fact that they are simply there! Like a younger student in the class falls 
in love with them and you are sitting there thinking and the old student 
thinks 'What do I do? What do I do?' They are just there, but it creates a much 
more sensitive situation than it would if it were just normal heterosexual or 
even homosexual, which we have enough of as well; relationships operating 
in class. If they are on the same peer group then it is all right but we had lots 
of problems. 
SUE :   And they bring with them different experiences.  
JO :   Which can be very broad. 
SUE :   And they also bring with them difficulties or lack of confidence which 
they will share with you whereas the other kids will... Yes their self 
confidence in their work is lower, so they need your help and assistance all 
the time. 
JO :   Because they have a very strong role, they are looked up to and they are 
seen as, it is like the grade eight kids and the grade 10 kids, they are seen as 
you know these twenty two/twenty three year olds as models of maturity 
and sometimes they are models of security but sometimes they are not and by 
the time that is sort of figured out. I mean we have had some horrendous 
scenarios with mature aged students taking that role because they are much 
more articulate generally, they are much more clear over what they are 
doing, and they have quite a deal of influence over some of the younger 
people. 
SUE :   I mean we have a couple that I have been locked in the room with 
because... 
JO :    Well indeed! 
SUE :   Because while she is in my room, the policeman cannot give her a 
warrant because she is under protection in the education...in the school. So 
here I am locked in the room with her, which I didn't particularly want to be 
because of threats previously. So here I am lunchtime... 
JO :   Life experiences that you just don't sort of.. .You know, kids that have 
been in Risdon (local prison) and have come back out and they are getting a 
second chance, sometimes.  
 You are not equipped to deal with... 
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JO :   You are not even privy to that sort of information. 
NANCY :   So they are sitting there, they have been to Risdon and you have 
no knowledge of that at all? 
SUE :   No  
JO :   You are not necessarily told, some could be on probation.  
SUE :   Even if the counsellor is told, we are not told because we are not told 
of their medical conditions 'cause the kids don't have to give it, so all your 
class could be epileptic but you wouldn't know it. 
JO :   Or on-going threats.  
NANCY :   The principals should have some responsibility with that 
shouldn't they? 
JO :   They don't bite the bullet. We had a situation this year where a teacher 
and a class were constantly threatened and nobody did anything about it. 
Basically it was a  
'We can sort it out, We can sort it out!'. I mean we had been dealing with this 
before. 
NANCY :   The teacher was threatened by the student? 
JO :   Yes and the whole class was.  
NANCY :   Physically? 
JO :   Yes! yes!, threats of 'You will get killed' and all of this sort of stuff      
and we tried to think up new forms to get information about the   
background of some of these students. And because a lot of kids now...  
The other change is of course the economic circumstances, a lot of people 
have gone into colleges because of the change in economics and that    
appears to be shifting again, the other way, and so I reckon what we will see 
is probably more mature aged students in colleges because when the 
economic situation eases as it is and more jobs are available, kids will go  
from grade ten into a job, but that won't get them very far and when they 
have figured that out two or three years later they then come back. And you 
know we have a lot of mature aged students and a lot of them are very 
sincere and no hassle at all, but there is a significant proportion I don't know 
probably 10% which is minuscule, that chew up probably 50, 60, 70% of the 
resources. I mean we had one guy, one year, who was just, in terms of the 
amount of time that was put into that just one person was phenomenal. 
SUE :   The same with Stephen. 
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JO :  The same with Stephen, exactly just AP (Assistant Principal) time, 
counselling time, teacher time, re counselling, into other courses doing         
all   the kind of support stuff with them. I mean it is bizarre, it is crazy. I  
mean   our primary responsibility has always been to grade ten leavers       
but that is not right, certainly not. I mean you have to make hard choices 
about where resources are put when you have got that sort of conflict         
and I don't think going into mature age students is the way to go, you  
would think that a twenty two/twenty three year old would be reasonably 
motivated to sort themselves out. Now some of them aren't but I think if they 
cannot fit in they fit out in this day and age at least. I don't know. (FG2 
126.04)  
Teachers in this research regret that education is seen as a solution to many social 
and economic problems. They regret the fact that other agencies can suggest that 
college is the answer to social problems. Similarly they observe that the main 
streaming of special education students is not properly financed and therefore takes 
resources from mainstream students (see also the incident described in Chapter 9 
Stories of Teacher Stress where students reacted badly to a teacher who devoted too 
much class time to a special needs student). These teachers are discussing the main 
streaming of special needs students: 
SUE :  It is not done very well at our college, no it's not done very well, and 
then again we haven't got anyone in the area. There are trained people in the 
school, but they don't get the job. 
JO :  It is not supported very effectively. 
SUE :  But the people who are doing it are trying very hard. 
JO :  Oh they are. 
SUE :   And there are many other ways around it. And because they are not 
supported, they are not given any money to do it. There is no inclusion going 
on there very much at all, and they will rely on the same people and the same 
subject areas like Intro (Introduction to Sociology and Psychology) or 
Catering to include them still in that type of domain. It is still in their 
thinking. 
'Oh they can do a bit of cooking, we will stick them in there!' 
JO :  Even to the point where they hand pick staff to timetable them with 
because they know those staff will look after them. You know it gets down to 
that sort of level. That is not what mainstream meant. 
SUE :  But they have their own little room, and everyone knows who is in 
there. 
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CE :  So they are labelled? 
SUE :  Oh yes definitely, but that is because the people, nice as they are, really 
haven't had any training in that area. (FG2 47.30) 
The introduction, without adequate support, of special needs students can have a 
detrimental effect on mainstream classrooms. It is interesting that these teachers 
know that some teachers are hand picked to have students with problems in their 
classes (see also Chapter 9 Stories of Teacher Stress where Gwen explains that she 
personally asks teachers as a favour to have certain students in their class). Over 
time, the caring teachers are therefore given more than their fair share of problems. 
It is possible that they may come to see that rather than being rewarded for being a 
good and caring teacher, they are being punished! In time, the reward of being seen 
as a good teacher by those allocating classes, is undermined by the difficulties some 
of these students create, and by the lack of recognition of such care in more formal 
situations. Some teachers in this research would welcome the main streaming of 
students if more support was available. However, it seems as if main streaming is 
mainly just a cost cutting exercise which 'dumps' more problems on the teacher. 
Teachers in this research are becoming increasingly disillusioned and increasingly 
resistant to 'doing good'. They are also concerned about the mainstream students 
who may be disadvantaged by having special needs students in their class: 
BRIAN :   We are currently working out policies and strategies and we are 
getting twelve kids next year. 
CE :  Are you getting extra funds or help? 
BRIAN :   Well quite pathetic really. What we are getting really, we thought 
that each of these kids would have aides allocated to them but in fact that 
isn't the case at all. 
RUTH :   And money didn't we were under the illusion of $200 or $2,000, 
each or something. I was?  
ROS :   This is category B students? 
BRIAN :   Category A we didn't realise that only category A students would 
have that money allocated to them. 
ROS :   I don't think my staff know this. 
RUTH :   If you didn't make sure they probably wouldn't. 
BRIAN :   Category B students don't have that allocation. 
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AVRIL :   Well we have had them for all of last year and the year before and 
this year the funding has been cut. We have a teacher who has been assigned 
to take the class specifically who is not on our actual list of normal staff. 
JILL :  We are getting the same, plus aides.  
BRIAN :   Generally the staff seem to support the idea although there are a 
lot of staff who say  
'Look it is a great idea but I can't cope with them myself'. But we think that 
the resourcing is going to be a problem. 
RUTH :   Quite honestly if I had wanted to teach those sort of kids I would 
have trained in that area and I am quite glad that I know I will be teaching 
Behavioural Studies and pre-tertiary English and they will not be doing 
my subjects. I don't want to teach them. I haven't got any professional 
development. I haven't got the patience and I don't think it is fair on the 
kids who are going to be in those classes. Take something like Speech and 
Drama. You have kids who are doing pre-tertiary drama over here and 
these mainstream kids who aren't going to be able to support those kids 
doing a pre-tertiary subject and it is not fair on those pre-tertiary kids. It 
really isn't very fair. (FG1 35.23 ) 
8.6 DECLINE IN STUDENT MOTIVATION  
We now have a situation in which decreasing job satisfaction for the          
teachers in this research is coupled with a reduction in student satisfaction. 
Abbott-Chapman et al (1992 : 25) in their longitudinal study of students in  
senior secondary colleges in Tasmania, report that the proportion of         
students who say 'I like to study and/or find courses interesting' has        
declined 'from 64% in 1982/3 to 31% in 1991/2 . While a decline in this area 
might be expected under pressure to get a job, so dramatic a decline is hard        
to explain'.  
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Research by Batten et al (1991(a) : 23) also points to the decrease in    
commitment of students: 'Teaching difficulties have increased in the          
attempt to meet the increasingly diverse student needs. Teachers speak of 
uninterested and unmotivated students, and of neglected high achievers.    
'Many teachers in this research now say they have to entertain students to   
obtain their attention6: 
SUE :   And they expect us to entertain them. 
 'Now this is boring! Can't you do anything to?' and you have just       
spent five hours on it! 
SARA :   Even in sex education! 
NANCY :   Even in sex education!  
'Can we do something interesting today?' and I think well what could     be 
more interesting than talking about sex? 
SUE :   No they do, don't they? They expect you to entertain them and 
make it exciting. 
NANCY :   I see that as a television thing. They have been entertained     
by that ever since they were three years old, Sesame Street. 
SARA :   Absolutely! 
SUE :   This is what the kids are like, they just sit down there waiting      for 
you to start and in the end I am waiting for a ye! ye! ye! [applause] Encore!  
And of course you don't get one. They just kind of get up and walk       out. 
(FG2 137.38) 
 
 
                                                 
6  A similar point is made by Barcan (1990 : 33). 
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SUE :   Anyway that was good wasn't it? 
JO :   It was. It was brilliant. 
CE :   So do you think it is the way they have been trained in the high 
schools that they are passive? 
SUE :   I don't know. Sarah was saying maybe not but I was saying I     
think it was. I said that during the year. 
NANCY :   Are these girls you are talking about who are passive? 
SUE :   Oh, all of them.  
JO :   Boys as well, oh the boys are worse across the board. 
NANCY :    No I cannot say I have passive kids. (FG1 22.20) 
Teachers in this research were uncertain as to the causes of this quiescence. I 
raised this issue in my member checks. Teachers agreed that there was a    
decline in commitment. They could not explain the causes of the decline.         
The feeling was that it was a variety of factors mentioned in this chapter 
including unemployment, changing social norms, increased use of drugs         
and changes in the college system. One teacher suggested that now students   
feel freer to talk about issues such as binge drinking and will tell teachers that 
they have not done their work because they have been busy with their out of 
school jobs. She suggested that in 1984 students would have been more 
circumspect and would not have shared their concerns so openly with teachers, 
but they still would have had the problems. Other teachers in the group agreed 
that this was a partial explanation but did not explain the overall situation.  
In trying to discover the reasons for students increasing disaffection I would 
suggest that a contributory factor could be that students are now the recipients of 
a form of education which has economic rationalism as its basis. Some of them 
have parents who are retrenched. All of them are aware of the importance of, 
and uncertainty about, finding a job. They have experienced the rationalisation 
of their schools. They see education as a means of obtaining the credentials 
necessary to obtain a job. They see that what they learn in class is of instrumental 
value to their future employability, and not necessarily as material for immediate 
debate or use, it is to be learned, acquired and used as the currency of 
credentialism. This is an erosion of a fundamental purpose of education : to 
develop inquiring minds. 
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Social Psychology subjects are seen as subjects which encourage debate. It is 
accepted that for many issues there is no one right answer. Debate still goes            
on as the following account describes, but there also seems to be a desire in        
some classes, most probably the pre tertiary classes, for answers rather than    
debate. (See Chapter 6 Histories of Behavioural Studies Subjects for an             
account of the increasing rationalisation of the subject and the increasing        
reliance on teacher workbooks and texts). This extract is from teachers              
talking about teaching a Child Development Course, a non pretertiary              
course. This is a course which is relatively easy to pass and in which           
assessment is internal This sort of debate would once also have taken place              
in many homes as students talked over the issues raised in Behavioural            
Studies courses; now, debate in some courses, seems to be muted: 
DONNA :    But that is the other thing I am finding, particularly in Issues 
(Issues in the Care of Children). You talk about things in class and the kids 
will go home and talk about things at home and it actually develops a better 
relationship between the parents particularly if you give them a particular 
topic like  
'Go and interview your father on role reversal or go and interview your 
mother on what it was like having a baby'. 
LEENA :    Going through labour. 
 Kids love doing that don't they? 
DONNA :    Yes and it really develops a relationship between parents and I 
do a lot on siblings, get them to go and talk to their brothers and sisters and 
they come back and say   
'Gee I never knew that about my brother and I really understand my sister a 
lot more'. (FG3 31.00)  
Students overall were seen as having become more passive. To some extent this       
is good news for teachers as it diminishes control problems. On the other hand, it 
also diminishes the satisfaction and the fun in teaching, to say nothing of the value 
of informed debate to the education of the students. It may be, that the intricacies    
of CBA mean that students have to be certain of exactly what is required before  
they will do a task. It may be that overworked teachers who are uncertain about   
the complexities of TCE have controlled their uncertainty by sticking to pre-
prepared work sheets for the students to carry out. This formalisation and 
structuring of work is discussed in Chapter 6 Histories of Behavioural Studies 
Subjects. One cause of low motivation appears to be that some students are reluctant 
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to be in college. There are serious losses of student numbers now in the colleges.  
The state total full time equivalent students in February 1994 was 7773.4; the  
state total equivalent full time students in August 1994 was 6744.2 (figures 
supplied by the Australian Education Union). This means that over one 
thousand students left colleges in Tasmania in seven months. One would hope 
that this is because students leave when they have jobs. However it is just as 
likely that this explanation from a teacher can account for some of the drop out: 
BILL :   Difficulty in getting dole; with the Austudy a lot of 
students are now coming in for the Austudy. An interesting one 
I suspect, at the beginning of this year with kids coming in until 
round about Easter, which is about six weeks after they can 
actually sign up for Job Search. 
Austudy is paid from the 1st of Jan, collect your Austudy, attend 
for six weeks, drop out, collect Job Search.  
The rhetoric is that students come to college to learn. The reality for some of 
them is that they come to college because there are no jobs, that they come for the 
Austudy7, or because it looks better, when applying for jobs to say that you are at 
college rather than to say that you are unemployed. As Abbott- Chapman et al 
(1992 : 35) point out:  
Also a matter of concern is the proportion of students who say 
that 'holidays', 'free-time' 'wagging classes' etc are the 'best' 
feature of college education. This proportion has almost doubled 
from 6% to 11% - the latter figure closely reflecting the 
proportion of students who say they are 'marking time' until a 
job comes along. 
Robertson (1996 : 47) summarises the current situation when she writes that 
there is: 
an intense sense of hopelessness and alienation amongst an 
increasing number of students. The fact is, many of these 
students are never likely to enter the core or contract labour 
market. Rather they will be unceremoniously directed toward an 
insecure contingency labour market with basic skills and few 
chances but a healthy dose of new ideology: adaptability and 
market flexibility. Teachers, with their reconstituted professional 
                                                 
7 Austudy is a means tested government educational allowance for less wealthy students. 
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status authorised within the market-place, will be expected to 
play a key role as agents in this process. 
Teachers in this research are experiencing, and often withstanding, changes to 
their professional role whilst at the same time they are expected to be agents in 
the role of preparing students for their (sometimes more unsatisfactory) work 
role. 
8.7 STUDENT VOICES 
This thesis has been written to hear the voices of the teachers, but, it seems 
appropriate that when student voices are available they should also be heard. 
These students' letters appeared in Letters to the Editor Mercury (22. 2. 93):  
I wish to express my concern and sympathy for all those who, 
like myself, have been affected by the reduced staff funding for 
College this year. A significant part of our staff have been taken 
from us because the government has declared the number of 
teachers that we began the year with as being above quota. As a 
result some classes may be closed and a number of classes are 
temporarily without a teacher. 
Teachers, administration and, as far as I am aware, more than 
100 students have been affected. A number of us regard 
ourselves as having been insulted by the department. The 
administration and teachers are doing their best to take care of 
the situation. A number of students are doing their best to 
regain a few of the teachers. 
They are highly valued, highly missed and their loss has left the 
college noticeably holed. 
 
I am 'currently' a student at Johns College. I use the word 
currently as I have doubts over the security of my position . 
I enrolled for four subjects - Accounting, Ancient Civilisations, 
Economics and Sociology - and then after only two days of 
actual classes, although many had less, I found that two of my 
teachers have been asked to leave, leaving an Economics class of 
21 students and a Sociology one of more without a teacher, 
qualified or otherwise, because the government, in its infinite 
wisdom, believed that the college was over-staffed. Such a 
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predicament has left me with the following options: 
• Change courses If I wanted that I wouldn't have gone to the  
trouble of selecting these. 
• Change colleges. While feasible it isn't really fair, as I like 
College. 
• Become a part-time student which means no AUSTUDY. 
• Leave school. At least you don't have these hassles on the 
unemployment line. 
What I don't understand is how the government can sit back and 
tell us to further our education and at the same time, merrily 
remove our qualified staff.  
These letters indicate that students are finding their situation disruptive          and 
full of uncertainty which is clearly not conducive to good education. 
8.8 THE ALLOCATION OF STUDENTS TO WORK RELATED COURSES 
The federal and state governments and the educational bureaucracy wants to 
have something positive for less academic students. Teachers who take on    
work experience courses and planning are rewarded by the administration.  
Most teachers feel that work related courses are a good idea. Fitzclarence and 
Kenway (1993 : 91-92) point to the 'very strong articulation between      
education, the economy and social justice. Amongst its priority areas are 
vocational and trade training, labour market preparation, employment 
experience programs, and industry training'. 
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remain in education and training when all they receive is enhanced 
disadvantage?'  
Teachers in this reseaarch are concerned about the situation where they        
know of students who have not received the level of consideration and care       
to which they are entitled. The system is concerned with the macro level, it         
is the teachers who are concerned at the level of the individual student. At       the 
macro level one student who makes an ill advised career choice is         neither 
here nor there. At the personal level, teachers are concerned about       lost 
opportunities. 
 8.9 STUDENTS OBTAINING PARENTAL CARE FROM TEACHERS 
Teachers in this research argue that they are taking on more of the caring         
role associated with parenting: 
JO :   And that would be the other thing and some-one mentioned it, 
teachers have certainly taken on a much greater responsibility of     
parental role. 
SUE :   Yes. 
SARA :   I agree with that. 
JO :   You are not just a teacher in the classroom any more, any one       
who comes into the profession thinking that they are is deluding 
themselves. 
SARA :   Yes, well that goes with what you were saying about the  
students you were attracting. 
JO :    Strong parental role. 
SARA :   Spending time with...  
JO :   And you are, you are parenting them. I mean I have gone      
choosing end of year dinner dresses and co-ordinating slips and shoes  
and stockings during lunch hours and I mean I don't mind but it    
saddens me, you think, this is something that this kid's mother          
should be doing, should have the pleasure and not to bash the Mum,      
the Mum is working full time trying to pay the house mortgage off so       it 
is really hard. 
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SUE :   And what is her name Webb? What is her name? Sharon           
Webb addressed that, the journalist in the paper, she said teachers        
have been given more and more responsibilities in the family role          
like sex-based harassment and sex education and health ed and all     
those.  
SARA :   We have just taken it on board.  
SUE :   And no-one has given us any extra leeway we have to squeeze       
it in.  
NANCY :   Lunch hours and after school. 
SUE :   And it has become our responsibility; but is it? We should         
have said 'No it is not!' Some one else has to do something! 
SARA :   It is all insidious isn't it? It sort of creeps up and you take on     
and then you take on a bit more and more and all of a sudden you are 
thinking. Hey now! Why am I feeling like this? 
SUE :   You get more and more.  
JO :   Why am I feeling like a Mum, it is because I am a Mum       
apparently . 
SUE :   And you have got kids who live away and.. 
JO :   Need that support. and all of that sort of thing, and a lot of      parents 
are very appreciative and will sort of say 
' Oh thanks for giving so and so' and you think. 
Well that's nice, but it wasn't really my job and in a sense it is more       
than that. It is that that kid knows that their parent didn't do it and       
they feel the loss of that, they feel the grief of that lack and that is        
going to create problems and it does, it creates problems in that 
relationship then and later, which is sad. (FG2 123.44 ) 
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 CONCLUSION 
The research on college students in grades 11 and 12 and in first year     
University in Tasmania done by Abbott-Chapman et al (1986a, 1986b, 1987,   
1989, 1990, 1992, 1993) and Holloway et al (1992 ), coupled with the views of 
these teachers of Behavioural Studies Subjects, suggests that there is a         
decline in motivation for state college students. It seems from the private    
school teachers that their students are not experiencing such a decline in 
motivation. All students, both private and state, have experienced some   
changes in common. All students now have the TCE (it is worth noting that   
state colleges brought in the TCE in the first year of its introduction, whilst    
most private schools took advantage of a 'year of grace' in which the HSC       and 
TCE ran concurrently). All students face the severe problems of youth 
unemployment in Tasmania, although it could be argued that students in  
private schools have an employment advantage. I know of one Catholic      
school which prides itself on mobilising the whole school 'family' to find 
employment for their leavers. However, the main impression from the     
research is that it is the interpersonal interaction which is a crucial factor.         
The private schools are more able to maintain a caring and supportive 
atmosphere for staff and students who are seen as important individuals, as 
people. It is this interpersonal interaction, the ability to treat staff and        
students as individuals, which is threatened by the changes in state colleges.  
This is a fundamental issue in Chapter 9 Stories of Teacher Stress.  It         
accounts for much of the resistance and discord in Chapter 4 Stories of    
Systemic and Administrative Change, and is a significant factor in Chapter 5 
Stories of Teachers and Control. The Workload Stories give increased      
workload as a factor in these changes. This chapter shows that the problem 
affects the students as well as the teachers. Ultimately, it is a question of      
values (This quotation also appears in Chapter 4 but is so relevant                        
to both chapters that it is repeated here): 
JOAN :   The focus has changed hasn't it? Money and  
centralised what looks good, away from what kids, from      
what is really going to benefit students, and I think they      
know they have been short changed; don't think they have      
got the commit..., that might be something to do with their    lack 
of commitment as well.  
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Or, as Hargreaves and Reynolds (1989 : 66-67) explain: 
the enhancement of pupil motivation shifts from being an 
educational process of positive disposition to learning 
worthwhile knowledge; to a socio-political, state managed 
process of accommodation to the realities of economic crisis; of 
adjustment to diminishing prospects of employment and 
economic reward and to an educational experience that, for 
many pupils, can no longer promise social and economic 
benefits in adulthood. Motivation that is, becomes transformed 
from a process of educational encouragement, to a strategy of 
social crisis management.  
Tasmanian educational administrators had access to detailed research on the 
senior secondary colleges as a result of the long term research on colleges carried 
out by the Abbott-Chapman group from 1982-1992. Nonetheless they felt forced, 
because of economic circumstances, and changing ideologies, to implement 
changes which have resulted in a decline in the ability of teachers to satisfy the 
needs of all students. What they are able to do is satisfy the requirements in 
terms of student outputs, and this minimalist response is all that is now required 
of them. The humanist position espoused by many teachers, has been supplanted 
by the instrumental position, enforced politically and economically.  
However, the situation for students is not entirely negative. The current students 
were not in college ten years ago, they did not experience the more favourable 
situation that pertained then. Most students prefer the freedom of college, and 
are still able to achieve well academically. My son went to college in 1989 and is 
now studying for a PhD while my daughter is currently (in 1997) in a college. 
This teacher points out some of the positive aspects of the current situation: 
BRIAN :  I think we have given a fairly bleak picture and there are some 
positives and you have talked about some of them. My own son is going 
through grade eleven this year and he happens to be a creative sort of kid 
and I noticed there are a far bigger range of course choices in English, in 
Art, Photography, all sorts of areas that he wouldn't have had twenty 
years ago. (FG1 56)  
For the students who know no better, colleges may seem to be fine. For the 
children of teachers and some middle class parents, who understand the system 
and can monitor their own child's progress, the system may work well. For very 
able students, who would do well where ever they went to school the colleges 
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work, although it is probable that their marks are not as high as if they were in a 
private school (see Chapter 10 Conflicting Ideologies: Economic Rationalism and 
Teacher Professionalism). The problem is that many teachers have experienced 
excellence for a minority of able students and now they want that excellence for 
the whole student population, but the changes to education mean that this aim 
may no longer be achievable. The 'average' student who could be extended 
educationally by the college system may be is at most disadvantaged. Many 
teachers are unhappy with the current educational situation and, as Lee et al 
(1991 : 203) point out, 'It is difficult not to link a disillusioned cadre of teachers 
with impaired classroom performance by teachers, which ultimately results in 
the decreased achievement of students'.  
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issue. It is perhaps noteworthy that it has only become a major        management 
issue because it involves financial resources.  
This chapter is divided into four sections: 
• The experience of teacher stress. 
• The structural changes which affect stress. 
• The results of increasing teacher stress. 
• The perceived lack of support which teachers in this research experience. 
9.1 THE EXPERIENCE OF TEACHER STRESS 
Gwen describes the way she experienced stress: 
GWEN :   The stress comes from that human interaction thing. Whereas 
people who sit down in libraries and catalogue things, they may think 'Oh 
shit I think I made a spelling mistake' but it is never; it's one of those 
interactive things that your feelings of self esteem, your feelings of self worth 
can be totally shattered by a kid I mean pulling a knife on you or anything 
like that which happens. I mean it does not happen daily but it is certainly 
something that, I mean Beth last week; fortunately, had to leave the class five 
minutes early and she fortunately asked one of the other teachers to sit in; 
while he was there one of the kids stabbed another one in the back with a 
knife and you know; all right so you know; those are things that teachers have 
to put up with and how can you ever explain to somebody how you cope 
with that and say you know? You learn to take things not very personally and 
stuff. No matter what age you are teaching at. I mean we have got our 
seventeen year olds there that are as bad, if you like; are as naughty as the 
fifteen year olds at some of the type of schools; except there tend to be fewer 
of them and we tend to be able to isolate them a bit more.  
For the purposes of this thesis, I will use Kyriacou's (1987 : 146) working definition 
of stress as 'the experience by a teacher of unpleasant emotions,   such as tension, 
frustration, anxiety, anger and depression, resulting from aspects of work as a 
teacher'. Recent research includes a review of literature   on teacher stress by the 
Victorian Applied Psychology Research Group (1990 : 51-67). In Western Australia 
Tutteman and Punch (1992 : 49), noted that  
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'psychological distress levels among secondary teachers are disturbingly    high'. 
They go on to review work in Victoria, South Australia, Queensland, New South 
Wales and the Northern Territory and conclude that these        states 'all report 
evidence that teacher stress levels are high and that present resources for dealing 
with the problem are inadequate'. O'Connor and      Clarke (1990 : 48 ) conclude: 
The overall level of job stress reported suggests that there may be a 
problem within the teaching profession in Australia. About a third of   the 
teachers in the sample reported that they experienced a high level    of job 
stress... stress appears to be due to the nature of the job rather   than a 
reflection of the characteristics of those individuals who are recruited into 
teaching.  
There are a plethora of studies undertaken from a psychological viewpoint  that 
seek to locate the factors causing individual stress reactions eg. Cooper (1995), 
O’Connor and Clarke (1990), Tutteman and Punch (1992). Despite    their 
individualistic and psychological orientation, many of the factors   isolated as 
stressors are, structural or social. For example, O'Connor and  Clarke (1990 : 47) 
point to other social, rather than personality, factors such     as time and 
workload issues, student issues, administration, staff tensions    and community 
attitudes as stressors and Tutteman and Punch (1992: 50)   point to the 
importance of social support and the need for recognition and autonomy. 
Studies which see the source of stress in the social situation of teachers locate 
stress in a conflict of educational values (Cole, 1989 : 161), changes in the 
education system (Dinham, 1993 : 1), time demands and powerlessness (Otto, 
1986 : 109), a heavy workload (Kyriacou, 1989 : 148) and the working 
environment (Pierce and Molloy 1990 : 330). This thesis locates stress in 
conflicting ideologies (see Chapter 10 Conflicting Ideologies:  Economic 
Rationalism and Teacher Professionalism), structural change and     in lack of 
social support. 
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9.1.1 A personal story of teacher stress 
Letter from a general practitioner to an insurance company 
Dear Sir 
re: Workers Compensation Claim 
Department of Education and the Arts and Christine Easthope. 
Mrs Easthope consulted me on 12th February 1993 in the company of   her 
husband. Much of the history was given by her husband because   Mrs 
Easthope was extremely upset and unable to function in her    normal 
manner. During the course of the interview I obtained the following 
history. Mrs Easthope was informed by the Acting Deputy Principal in 
November 1992 that she was to be moved from  Matriculation College to 
High School to teach English and Social   Studies. The reason given for this 
move was the staffing crisis that   would develop in the college in 1993 due 
to decreased student    numbers. On this occasion I was not consulted, but I 
learnt during the most recent interview that she had made representations 
about this  move and that a compromise agreement had apparently been 
reached    to the effect that, in return for half time work only, she was to 
remain     at College in her special area of Behavioural Studies. To her      
knowledge this was accepted to be the case until she had a last minute 
transfer notice on February 11th, the day before she consulted me,    when 
she was informed by the Principal that she was to be moved to High 
School to teach English and Social Studies. This appeared to counter the 
agreement which had been reached in her opinion. This     last minute 
decision caused distress for the following reasons.  
(1) This appeared to break the aforesaid agreement. 
(2) She was perhaps the most highly qualified in her department for 
Sociology and Behavioural Studies and it appeared unfair that she       was 
to be moved when teachers of lesser status were to stay. 
(3) The decision was made at the last minute and gave her little time       to 
adjust and prepare. 
(4) It had been many years since she had taught English or Social   Studies 
and she was not equipped to move straight into the      curriculum for 
those subjects within the next few days.  
   263
(5) She felt that her compromise of going half time had been totally neglected 
in favour of this last minute decision.  
(6) The original negotiations of November the previous year had       taken 
considerable emotional effort and the whole process was being    re-evoked 
needlessly. 
On face value there appeared to be sufficient reason for this patient to believe 
she had been treated unfairly and had been given inadequate notice for a 
rather major career change. Furthermore, there appeared      to be some form 
of understanding or agreement which had been    broken. 
The patient was extremely upset as mentioned beforehand unable to  give me 
this history because of tearfulness and agitation. She was   unable to organise 
her thoughts or to express them adequately. She expressed grave doubts that 
she could function at all in a classroom situation or that she could prepare for 
this new transfer. It was clear  from her appearance in the consulting room 
that this would be true.  I diagnosed an acute stress reaction on the basis of 
the history and her presenting appearance. I furnished her with a certificate 
stating that     she was unfit for a month from that date and I doubted at the 
time whether she would be fit for any useful work until the situation was 
resolved. 
I saw her again on 23rd February 1993. She was still suffering acute  stress 
symptoms with insomnia, depression, tearfulness etc. She had   also to some 
extent, given up in the sense of wanting out of the whole business but felt 
rationally compelled to go ahead with procedures to   try and obtain a just 
resolution. She also developed a minor infection which could reasonably be 
attributed to the stress of the situation. 
I have seen her only twice. I will be reviewing her shortly. As to your further 
questions regarding likely duration of incapacity, fitness to  return to 
alternative duties etc. I would merely state the following.  It       is quite clear 
the problem revolves around certain facts, statements, alleged agreements, 
union matters and administrative matters which   are not the medical 
province. However, it is unlikely that the patient    will be in a fit state to 
resume her duties without prejudice until these matters have been fully 
resolved. I am not in a position to be more precise at this stage. 
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This letter gives a stark account of the reality of stress. Stress in my own      case, as it 
was in the experience of most teachers in this study, was not      
caused by the students. Teachers expect to have difficulties with students; it     is part of 
teaching and is accepted as part of the job. The things which    stressed us were feelings 
of having been unfairly treated by the    administration and our sense of powerless to do 
anything about our   treatment. We felt a lack of care and consideration for us as 
individuals. 
9.1.2 Teacher stress in Tasmania  
Several weeks ago Patsy Crawford wrote in her column Like it is that     on figures 
available the level of stress among public servants appeared  to have reached 
epidemic proportions. She questioned the validity of   the claims and wondered if 
there were some government       departments so riddled with confusion, 
ineptitude and personal     enmity the employee had become a natural casualty. 
The provocative observation resulted in many public servants contacting the 
writer.       All came from one Department, Education, and all said stress in   
teaching was at abnormally high levels. (The Sunday Tasmanian  23.10.1994 pp. 4-5, 
emphasis in original) 
There has been an ongoing debate in Tasmania about the increase in teacher stress. On 
13th May 1993, Mrs Milne MHR (an ex-teacher) tabled a House of Assembly Question 
(No 62). 
(1) How many teachers applied for and obtained stress leave in: 
(a) 1989 
(b) 1992; and 
(c) 1993? 
(2) Regarding such applications:  
a)how many applications were received for workers compensation    from 
teachers citing stress; 
(b) how many applications were successful, resulting in teachers being placed on 
worker's compensation; and 
(c) how many teachers on sick leave produced medical certificates    citing stress? 
Answered by Hon. John Beswick, Minister for Education and the Arts: 
(1) Where medical certificates are provided with an application for      sick leave, 
there is no requirement for the nature of the illness or condition to be specified. 
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Therefore, it is not possible to ascertain the number of teachers who may have 
applied for stress related leave in     the specified years. 
(2a) During the period 1989-93 a total of 67 application have been received from 
teachers for workers compensation, citing stress as the cause. 
(2b) 57 (there are ten applications yet to be determined by the Workers' 
Compensation Commission) 
(2c) See (1) above 
Later in this chapter I describe the contestation of teachers' applications for 
workers' compensation by the systemic administration.  It will suffice to       note 
here that the teachers referred to above who appeared before the  Workers' 
Compensation Commission were able to prove their cases in all       the decisions 
which had been finalised. 
9.2 STRUCTURAL CHANGES AND STRESS 
As Cole (1989 : 161) writes, stress 'is a political issue' and, as Tesh (1990: 105) 
elaborates, stress is specifically related to structure.  
[S]ocial events (are) the cause of disease. 
Stress theory is thus of great interest to those who argue that an   effective 
understanding of disease demands an investigation of the political and 
economic settings in which disease occurs...the only etiological phenomena 
one can investigate are social and emotional. 
For the teachers in this study, stress does not come from overtaxing one's 
intellectual and mental capacities. Stress and burnout come from not being  able 
to use those abilities to handle difficult emotional and managerial problems. 
These problems as Freedman (1988 : 143) suggests are often the result of 
administrators' analysis of a situation far removed from their   personal and 
immediate responsibility.  
Teachers become stressed when they find they are no longer able to do their  job 
satisfactorily, such as when their situation is such that they feel they can    no 
longer provide the element of care which teachers want to give to their students. 
As James (192 : 504) concludes when writing of the health care system, 'The real 
challenge is not just to recognise emotional labour and its significance as a 
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component of care, but to build upon the emotional labour which is already part 
of our health care system without destroying or  
'commercialising' the social fabric upon which it depends. 'The same could      be 
argued for education. Both health care and education are predominantly 'female' 
occupations and this compounds the problem. Caring is still seen        as a 
predominantly female characteristic and it is hard to produce an   economic 
evaluation of 'care'. Also, care is seen as part of the process of socialisation for 
teachers, it is part of their 'personality', not something that   can be isolated and 
described to managers as a criterion to ‘add value' to     their job. Teachers who 
try to fulfil their obligations to their students, in seriously reduced 
circumstances, and who perceive the administration as      not caring for them or 
their students, seem more likely to suffer stress.   Webster (quoted in Acker 1995 
: 24) has described the burden of caring as a 'palpable creeping exhaustion'. 
Dinham (1993 :7) quotes June, a resigned stressed teacher, as saying 'people who 
care about teaching are likely to drop out first... it matters too much to them'. 
Coles (1989 : 93) writes of stress affecting: 
those teachers who are highly committed, vocationally orientated and 
'caring', for there is no escape route open to them. They will not 
compromise or adulterate their teaching; nor will they change or   weaken 
their commitment. There is nothing left to give way but themselves. The 
best teachers, arguably, are the most vulnerable. 
Certainly, some of the most impassioned criticisms of the present teaching 
situation in Tasmania come from dedicated, articulate teachers. 
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9.2.1 Change 
The amount and the intensity of change has been enormous. Cole and     Walker (1989 : 
164) could be writing of Tasmania when they refer to the 'sweeping, radical, rapid and 
comprehensive change, and change not simply   in the machinery of state education but 
also in its fundamental aims'.  
SUE :   I think just that we are really worn out with all the new things that keep 
coming all the time. 
NANCY :   (private school teacher) Would it be the same story in February next 
year? Okay so it is the end of the year and we are all  tired? 
SUE, JO, SARA    Yes! 
JO :   It will be worse in February. 
SUE :   I will be angrier because I won't want to come back. 
SARA :   I mean morale is at its lowest ebb. 
JO :   Yes. 
SARA :   And has been for the last twelve, eighteen months, two years and the 
cynicism! And the cynicism is just rampant!(FG2 59.54) 
Cole, (1989 : 161) suggests that teachers perceive an attack on their values and argues 
that 'a major and often unrecognised source of teacher stress in the 1980s has been the 
political battle being fought over the values that should      be enshrined in our 
education system'. The ideology of economic        rationality is embraced by senior 
system administrators and by some  principals and assistant principals. It is the 
ideology of those in power. Teachers are uncertain. Should they stand in the way of 
change? Can they   stand in the way of change because economic imperatives require 
change? Many teachers in this research feel that all is not well, but are uncertain, and    
to some extent divided, concerning their response to change. Some of the economic 
rationalist arguments seem sound, some change mat be needed.      As Cole (1989 : 166) 
points out, some teachers have 'an image of themselves     as dedicated, altruistic 
professionals'. This image is threatened by policy makers who contest the meaning of 
education for teachers and they then experience stressed as the conflict between the 
ideology of economic rationalism and their view of themselves as caring professionals. 
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9.2.2 Ignoring the structural causes of stress 
If teachers do become stressed the structural causes are often ignored.             No 
structural solutions are sought and weakness in the individual is given      as a cause 
of the stress. College senior staff solve, or fail to solve, problems      on an individual 
basis when matters become urgent. This is a 'band-aid' solution. Some teachers in 
this study are aware of this tendency to 'blame      the victim' and contest it. In the 
following vignette, a teacher is concerned      for the well being of her colleague. She 
is aware of the structure of the    situation and is anticipating the future when she 
leaves the college and is concerned about the excessive workload her colleague will 
face. She tries to solve the structural problem before it arises. One of the main 
classroom      skills of teachers is the ability to anticipate and prevent trouble before 
it    arises. However, the principal feels he is not able to anticipate problems. His 
main concern is to solve problems. The principal is constrained by        economic and 
managerial imperatives. He believes he can only be reactive rather than proactive. 
The consequences of his inability to act are clear to       the teachers involved. This 
unwillingness to act is perceived as a lack of        care for the teachers on the part of 
the school administration: 
JO :   I am leaving. So we are trying to figure out how to sort out the 
department and what kind of people to get in so Sue is not left      carrying the 
bag because that is essentially what will happen. You   know, the mantle has 
been handed over and she is the old grey mare! 
So I spoke to the principal and said, you know, this is the situation. It     is just 
not a tenable situation because when I was away, on long     service in term 
two this year, it was a good test to see what happened, and what happened 
was Sue got driven into the ground with nobody really taking up any of the 
slack and it all fell on her shoulders. 
She is very good and she tries her hardest, but there are limitations   about 
what she can do and so Sue really got pretty close to breaking point. 
When I spoke to the principal and said 
' Look we know what happened. This can not happen; she is brilliant   but she 
is not God'. 
 He said 'Yes sure, sure’ and he said 'Well she will just have to go off     on 
stress leave on worker's comp' and I said 'I beg your pardon?' and    he said 
'That is the only way these people will get the message that we just can’t 
function this way any more'. 
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I said 'Just hang on a minute!' I said 'This is your way of coping with   this 
problem?' I said 'Sue goes off on stress leave with worker's       comp? What 
happens to her? Who says 'Oh it is not a problem. It is     that Sue couldn't cope 
with it.?' I said 'This is an absolutely   unacceptable position to hold that some 
one has to go over the edge before someone will do any thing'. (FG2 43.09) 
There is a feeling that some principals feel unable, unwilling or powerless        to 
support their staff. Jo, continuing to talk about her principal's     unwillingness or 
inability to prevent problems before they arise, is aware of  the unintended 
consequences of his failure.  
JO :   it is often the sort of thing that is often said and I said [to the principal] 
'Look who is going to say that if she were a more competent person she would be 
able to handle that?' I said  
'I could name people who would say that' and I said  
'Now you tell me that that wouldn't be said; tell me that it wouldn't       be said!' 
and then he changed the subject. (FG2 55.00) 
Otto (1986 : 107-108) reports that, when asked about their job, approximately one-third 
of teachers said that things had been 'very' or 'extremely'        stressful. When asked 
about their private lives the results change and 'there     is no doubt that the bulk of 
stress the teachers experienced originated from their work and not the private sphere of 
their lives'. Dinham (10 : 1993) also points to 'The fact that so many of those interviewed 
(33 of 37) had returned    to some sort of educational role following resignation, either in 
private   schools or elsewhere, were apparently enjoying it, and the release from      
stress that resignation gave, are telling points'.  
Just as the victim is blamed for experiencing stress so the solutions to stress   are sought 
through individual acts: a teacher can take sick leave, stress      leave, apply for workers 
compensation, ask for a years leave without pay,    quit teaching, take another job, retire 
or become unemployed. The     Tasmanian Education Department has sought to control 
stress claims from teachers by the medicalisation and bureaucratisation of teacher stress. 
The   new administrative procedures seem designed to divert or contest problems rather 
than to solve them. Economic rationalisation treats people as units so individual 
problems like stress are handed to the medical community because it is perceived that 
they are better equipped to deal with them. The Education Department also uses 
bureaucratic institutions like the Workers' Compensation Board because it maintains 
experts in such matters and        
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hopes to solve problems by the use of superior expert knowledge in the       legal and 
quasi-legal situations. Most teachers who put stress claims before   the Department are 
required to see the Department's psychiatrist and they     are told that their claim will be 
contested before the Commissioner for Workers' Compensation. In my own case, the 
Commissioner read the        report of the Education Department's psychiatrist just 
minutes before the hearing. In other words, the Education Department did not wait for 
their     own psychiatrist's report before deciding to contest their responsibility     before 
the Commissioner for Workers' Compensation. This         confrontationist attitude is 
distressing to already stressed teachers. However    it is a successful strategy for limiting 
stress claims as teachers prefer to use ordinary sick leave rather than claim workers' 
compensation. This may seem to be a triumph of economic rationalism, but, in reality, it 
just sweeps    the problem under the carpet. 
 9.2.3 Structural influences on students which cause teacher 
stress 
Although discipline was mentioned by the teachers in this study in relation     to stress it 
was by no means a major cause of stress. My findings are similar     to those of Steve 
Dinham, as reported by Stephanie Raethel (The Sydney Morning Herald 17.12.96 p.8): 
'Despite recent concerns about violence in  schools, student behaviour was not seen as a 
major problem by teachers,     with 84 per cent of teachers happy with their dealings 
with students'. My  study also supports Kyriacou's (1987 : 148) finding that 'it is 
surprising to     find that pupils' poor attitudes towards work, and too heavy workload,      
have been generally found to be the main sources of stress, and not     disruptive 
behaviour by pupils per se'.  
Some teachers in this research feel that many of the problems they have       with 
students are caused by structural problems over which teachers and students alike have 
little control because they result from decisions made by administrators rather than by 
teachers.  The teachers were more concerned with their inability to relate with their 
students in preferred ways because        of time and workload constraints, than they 
were concerned with misbehaviour. Blase (1982 : 109) explains the situation well: 
the teacher will become less involved, less motivated, and will expend less effort 
in student directed activity. As teachers 'give less' to their work with 
students...the possibility of subsequent ineffective  
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interactions will tend to increase. This, in turn, tends to increase the 
probability of burning out despite the fact that involvement has been 
lowered.  
When teachers decrease their involvement with students, their stress     increases 
because they know they are not doing their job properly and   because decreased 
interpersonal interaction with the students is less  rewarding. In Chapter 8 
Students in Teachers' Stories, teachers in this    research nominate interaction 
with students as the most rewarding part of teaching. Nevertheless, whilst 
teachers in this research are feeling that they must decrease interaction with their 
students to protect themselves,     structural imperatives are forcing these 
teachers to undertake increased responsibility for the social care of their 
students. As the range of student ability and interests has increased, as a result of 
retention and                        mainstreaming strategies, teachers find it increasingly 
difficult to satisfy the needs of all students. They are concerned that the 
mainstream students may   be disadvantaged because of all the extra non-
teaching, but caring, duties    they feel obliged to carry out. For example, teachers 
in this research are expected to satisfy the social, emotional and personal needs 
of each of their students. 
DONNA :   Well The emotional stress is terrific! 
CE :   Really? 
EILEEN :   They think you are glorified counsellors. 
DONNA :   It always has been. I guess it depends on the way you teach 
the subject but I always have kids coming to me saying 'I'm pregnant. 
What am I going to do?' or  
'Mum has got cancer and she is dying!' 
I have had that twice this year.  
And another student's Mum had a tumour in the brain and collapsed and 
ended up in hospital on life support and I had to deal with all of these 
things. My students come to me and every year it is the same.  (FG3 27.12)  
Otto (1986 : 109) points to the stress teachers experience when faced by students' 
problems which are impossible to solve. Teachers are now called upon to fix 
many societal problems. Most teachers in this research feel the enormity of the 
expectation that they will be all things to all students. 
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REBECCA (private school) :   It may be that teacher stress follows on quite 
well from the former topic of satisfying the needs of all students;   in the 
requirement to satisfy the needs academically, culturally, emotionally, 
socially, spiritually and physically. There is a certain    recipe for teacher 
stress!  
Primary teachers are generalists and they are very well prepared to   meet the 
needs of children in their developmental stages; secondary teachers, I guess, 
are specialists who have expertise in a stated subject discipline but they may 
feel very ill-prepared to meet the needs of children in other ways such as the 
ways which we have just been    talking about and if, in fact, they find they 
have to do so it is likely to generate substantial feelings of ill- preparedness, 
even insecurity and     in extreme cases perhaps failure in teachers. 
State school teachers in this research have those concerns and more. 
BILL :   Satisfying the needs of all students is becoming increasingly difficult, I 
guess, really, that is interesting. It is an increasing source of stress I think, 
particularly with things like inclusion policies. The Department, working now 
with lack of support, for instance a major issue at Rosedale recently was ... an 
English class with nine wheelchair kids in it, four of them requiring constant 
help. They had an aide       there for their physical needs but as far as 
academically, special needs kids are demanding an inordinate amount of time 
at the expense of      the rest of the class and colleges are increasingly getting a 
whole range  of special kids with different needs; you have got homeless kids; 
kids who are disruptive; or from a disruptive background. Increasingly    
those sorts of things are impinging on academic work. Very difficult I would 
say. 
GWEN :   Things like inclusion of you know, the kids from special schools, 
this has, for some teachers, not for all, but for about half a   dozen teachers, 
this has caused, I mean I probably can't exaggerate the extra teacher stress 
that has caused. One of the teachers, I think it has totally broken him, I don't 
think he will come back to teaching.       Simply because he was not really 
given enough support with an inclusion kid. The inclusion kid caused or 
demanded 90% of the attention; which caused the rest of the kids to feel, 
rightly, left out.     Then they hit back at the teacher by trying to sabotage his 
car and putting spikes in his work gloves, which I mean real sort of sabotage.  
The teacher went on stress leave and he is on long service leave now    but my 
betting is that he will never come back or if he does he will be       a sort of 
totally broken teacher. 
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I was surprised at the concern teachers in this research expressed over special needs, 
or inclusion, students. There seems to have been no special  
training given to these teachers to help these students and, at a time of increased 
workloads, coupled with high unemployment causing other reluctant students 
to feel obliged to stay at school, and increased class sizes, now does not seem the 
appropriate time to introduce inclusion policies.        The policy makers argue 
that inclusion is good for the students with special needs because it does not 
stigmatise them and encourages interaction. They argue that is good for 'normal' 
students to experience and support students with special needs. Both those 
policies are laudable but in the present      climate teachers can be forgiven for 
perceiving it to be just another money-saving policy which fails to take into 
account their need and the needs of      their students, both 'inclusion' and 
'ordinary'. 
9.2.4 Increased workload 
Listening to the teachers in this research is to hear people talking of being 
stretched to the limit; of a job that can never be finished but can always be 
improved (See Chapter 7 Workload Stories). They no longer feel able to    satisfy 
their own standards which they could once maintain with lower teacher/pupil 
ratios and less administrative duties. The demand to be more than a classroom 
teacher also increases the workload and consequent stress: 
GWEN :   Okay, teacher stress is something which is one of the things that 
I come up against; this is more so in the counselling one. It is one     of the 
things where if you increase the workload and don't provide teachers with 
methods of dealing with the increased workload, simple sort of practical; 
of how can you manage your extra twenty five    students, and your extra 
hours in front of the classroom? How can       you manage that? You can't 
manage while retaining the same       methods of teaching and the same 
methods of presentation and the    same amount of marking and things. 
Ozga (1988 : 1423) points out that 'what has been labelled 'burnout' is in fact 
anger and frustration'. This anger is directed towards management not  towards 
students. Teachers cannot do everything they should and consequently they 
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have to make more choices than ever before. These      choices are not free, but 
are influenced by their ideology and by   administrative control. 
 
9.2.5 Stress and involuntary transfer 
Involuntary transfer, discussed in Chapter 4 Stories of Systemic and Administrative 
Change, is also a cause of stress.  
CE :   You were talking to me about teachers who might be going to be 
transferred and I can't remember the word you used. You did not use stress? 
JOAN :   Anguish 
CE :   Anguish. Do you think there is an increase in the anguish   teacher's feel? 
AVRIL, JILL, RUTH, BRIAN,    Yes! 
RUTH :   And it decreases your motivation to want to do a good job because you 
know that in twelve months time you are going to go to Hightown School. Truly, 
they don't care where they put you,     especially if you live in our area. (FG1 
31.48) 
 
SARA :   That would probably be the, well it is not even a straw, but it    is 
enough to break people totally I think. 
JO :   Well it has already! Talk about grief upon grief! 
SUE :   Well it had a big effect upon us last year it was terrible. 
CE :   How many did you lose?  
SUE :   We lost twenty something? 
JO :   Twenty two. 
SARA :   Really? 
JO :   I mean it was devastating! I mean people were crying. 
SUE :   I didn't even want to go into the building. (FG2 100.29). 
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MICHAEL :   I would say it causes extreme stress. We had a teacher down here 
the other night, to deal with the problem, without  mentioning names ...they have 
got her that worried that she is trying  to work out what the odds and the options 
are. She is highly qualified, ideally suited to the area of education she is in, fact 
she would be one of the best qualified. 
Teachers in this research are concerned that involuntary transfer will have adverse 
effects on students as well as being a source of stress for them:  
BILL :   I think it will really reduce the quality of the education kids are 
receiving. Not only that, if you end up, let's say you go off to    Clydesdale or 
one of those supposedly 'difficult to staff' schools, then  you are going to end 
up with a whole lot of stress, you are just   spreading the stress around, you 
are not really addressing the     problem, you are just passing it around, and it 
does nothing for  anybody, and the absenteeism, stress related illnesses, all of 
that sort of thing it will skyrocket, really go up and just have a very negative     
effect, and people are arguing on educational grounds that it's very   good for 
people to be moved around, and renewal, and all of that sort    of rubbish, and 
I guess, well you know, what that's like, it does not do anything for anybody, 
and I think the educational arguments just      don't stand up.  
Rebecca acknowledges the effects of involuntary transfer on the teachers       and 
their students: 
 REBECCA (Private school teacher talking about involuntary transfer) :   the 
whole business of starting anew would be an enormous source of stress even 
for competent and relatively confident mature adults and really it has to 
impact doesn't it on the students who are in those      school communities I 
think too? I feel very strongly, I feel very   defensive actually about my state 
school counterparts in this regard in that they have large classes and they 
have, at times ...discipline   problems to deal with and arguably that is made 
more and more  difficult as there is this constant movement within the service 
which would fragment a sort of ongoing knowledge of the situation and 
particular situations from which students come and the emotional baggage 
that they are bringing ,the environments that they represent  into the school. 
In this research, by far the most stress was perceived to have been caused by what 
could be seen to be administrative issues and, while students caused concern 
because of their lack of motivation, the real 'anguish' was caused by administrative 
factors. It was felt that the system administration had   instituted change, usually 
making conditions for both students and teachers more difficult, and it was the 
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teachers who had to keep the system going     with the least detriment to the 
students. Teachers believe that management could be expected to help them carry 
out the job of teaching and when they make that task more difficult it is stressful to 
the teachers, especially as the administrators appear to be more powerful. Teachers 
are also angry because    
of the incompetence with which the administration has carried out the   transfer 
policy. The following is part of a Letter to the Editor (Mercury 22.12.1994 p.20): 
 According to the policy, teachers to be transferred were to be notified    in 
July, with appeals finalised by the end of August. However most teachers 
were not informed of their change of location for 1995 until  mid-
November. This makes it extremely difficult for those teachers required to 
change residence or for those who will be changing the subject(s) and/or 
the class level(s) taught in 1995. 
 This teacher also comments on the 'consultation' process: 
District superintendents were also told that 'these transfers follow dialogue 
and negotiation with the staff involved'. This has not been      the case. 
The transfer policy has undoubtably caused feelings of stress: 
AVRIL :   Well this is just a new imposition it has only happened last year 
and this year that the transfer policy has been in place this year   and I 
think that the teachers that are most under threat are in fact suffering quite 
considerable anguish because of the situation they are    in and there are 
teachers in my college who say they would rather go into the classroom 
and not worry about anything else because there   they don't have to think 
about it, they are doing what they are being paid to do, teaching. (FG 1 
28.05 ) 
Erdman (1990) sees this retreat into the classroom as a response to teachers' lack 
of power to influence administrative changes. 
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9.3 THE RESULTS OF INCREASING TEACHER STRESS 
9.3.1 Increased absence because of sickness 
Many of the results of teacher stress are discussed in other chapters. For 
example, Chapter 7 Workload Stories and Chapter 6 Histories of      Behavioural 
Studies, show how teachers in this research are increasingly rationalising and 
contesting their workload. On a more individual level, teachers talk of 'coping' 
(Hargreaves 1994 : 30) and the need for increased     sick leave1: 
RUTH :   They just cope, that is the word for it. 
AVRIL :   There has been a lot more in our place this year of people taking 
sickies. 
CE :   More sick leave? 
RUTH :   There wouldn't be any member of staff who hasn't had a  couple 
of days off this year just because they have got to screaming  point and 
think 'I can't go tomorrow I just have six lines on in six different subjects. 
Truly I believe that. 
BRIAN :   Which used to be a high school phenomenon didn't it? 
CE :   Is that true in the other colleges as well? You don't know? 
ROS :   Not that I've noticed. 
AVRIL :   We have been implementing the policy of getting relief teachers 
in if anyone is away and that has been used much more vigorously this 
year than it has ever been used before. 
ROS :   Before I started where I am I was doing a lot of supply teaching 
and I was getting a lot of calls. 
AVRIL :   Was that in colleges? 
ROS :   Yes, only in Hobart colleges. (FG1 51.30) 
                                                 
1 The Sunday Tasmanian (13.4.1997 p.5 ) reporting the latest figures from NSW Worksafe,   reveal 
that "Teachers top the illness list" and that most of that illness is because of stress.  
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CLARE :   At college I notice, before the increase in lines, teachers    didn't 
need, if they were not feeling well you can go and take your    class and you 
might have a break before your next class and you could sort of recuperate, 
whereas now with four lines I think there has been   an increase in people 
thinking  
'Oh blow it! I'm going to take my day off. I'm not feeling well'. (FG3 23.39)  
Michael argues that holidays are now becoming a necessity, rather than an 
attraction, of teaching. 
MICHAEL :   I hate to say this but the holidays make me happy. I guess that 
the, I mean I say it sort of jokingly, I came in to teaching, I left a      job that, at 
that stage, had two weeks a year statutory holidays, and I married a woman 
who had twelve weeks a year effectively, and for a number of other reasons, I 
left the job in industry so it is a big    attraction. 
I would argue that it might even be becoming a necessity, because you are 
going to get teachers who are stressed and one of the methods of coping is to 
simply delay any reaction and say 'Well I've got two      weeks holiday coming 
up or three weeks holiday coming up' and it becomes a release for that sort of 
stress and it becomes a reward I suppose for a fairly demanding job. 
Teachers are aware that some people think that teachers' holidays are  excessive and 
some teachers feel defensive about this but, increasingly,  teachers like Michael are 
arguing that holidays are essential to recover. Teachers in this research pointed out 
to me that the first week of a holiday        is when some teachers nurse their colds 
which they have been keeping at      bay until they have time to be sick.  
9.3.2 Disillusion and withdrawal 
Teachers in this research talk of being demoralised, becoming cynical and 
withdrawing goodwill. As Bohm (1985 : 46) writes 'Emotion and thinking      are 
almost inseparable. They are different levels of the same thing'. These teachers' 
thinking and emotion combine to produce disillusion. 
JO :    You want to do a good job. I think a majority of teachers, vast majority 
of teachers are in this service because they want to teach.     They are attracted 
to the job from that point of view, and when they    feel like their ability to 
deliver a quality service is just made      impossible from all the constraints 
around it is utterly demoralising, it makes you cynical You have no goodwill 
so sitting down there and someone saying about the marking, I am sitting 
here thinking 'I don't  
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life, they are committed to the Catholic system, they are both    committed 
Catholics. I mean, I teach opposite one of the poor devils    and he is going to 
have a breakdown I think, and not too far away.  
CE  :   And couldn't the school, couldn't or shouldn't the school do something 
about it? 
MICHAEL :   It should do, but then again you come back to your     earlier 
card that said something about workloads, and people are    diving for cover. 
I mean, I have moved to part-time to solve my own stress problems, and that 
has done it neatly. It is very very nice, I enjoy   it but for these other people 
who have got commitments, they need      the money, they can't see any way 
to reduce their workload, people      are looking at an increase in workload 
and I'm sorry, you go in your classroom, you shut your door, you teach your 
class and the devil take the hindmost. 
This 'fortress classroom' reaction is completely understandable but it is also      a 
factor in the lack of support teachers feel they are obtaining from other teachers. 
Teachers are also solving the problem by going part-time: 
EILEEN :   So like I have three pre-tertiary 'Cs and a non pretertiary,  plus I 
have a two year old son and my workload this year has been phenomenal. I 
have two English pre-tertiaries and the marking alone and I had chicken pox 
half way through the year and I was an acting AST3 at the time and then my 
son was sick as well! This year has just been horrific for me and so next year I 
am dropping a line, I am going   to .75 because I just can't cope! 
LEENA :   But that would be a normal load last year three lines ? 
EILEEN :   Yes that is what the old normal load would be. (FG3 24.49)  
Eileen's comments would support the findings of Bruce and Cacioppe (1989) that 
females are stressed by teaching encroaching on their family and social lives. Many 
of the Behavioural Studies female teachers were part-time so      that they could 
'cope' with family and school.2 I acknowledge that males     have families too, but it 
seems that the females in this research who were      also mothers, felt responsible 
for the care of their own children.  
                                                 
2 This partly answers Hargreave's (1994 : 136) question about the impact of intensification on part 
time teachers. Part time work with many of these teachers is the solution to intensification!  
   281
With increasing workloads teachers started to say 'That is a YP' [your   problem] 
or 'that is a TP' [their problem]: 
NANCY :   But the Schools Board have got funding cuts and all that    sort 
of thing. They are understaffed as well.  
JO :   It is still their problem. 
NANCY :   Oh yes. (FG2 6.16) 
As Blase (1982), Kyriacou (1987) and Hargreaves (1994) point out, teachers    feel 
guilty for reducing their workload. They feel guilty about reducing their 
commitment. This guilt can then lead to anger at the administration for       some 
teachers for placing them in an untenable position (see Chapter 4    Stories of 
Systemic and Administrative Change), but for some teachers the  guilt increases 
the likelihood of further stress. 
The changing relationships between teachers in this research and students     are 
discussed in more detail in Chapter 8 Students in Teachers' Stories. In      this 
chapter the stress which teachers feel when they are no longer able to interact 
with all students as they once did when colleges were elite    institutions is noted. 
Economic and structural constraints are forcing these teachers to re-evaluate 
their situation and this re-evaluation is causing        stress because the friendly, 
relaxed, 'equal' interaction is no longer possible because time and workload 
constraints have forced teachers to modify their styles of interaction with their 
students.  
When teachers were offered the possibility of redundancy packages in 1993 1200 
of the 4,200 teachers expressed interest in redundancy. (Mercury   4.12.1993 : 21). 
These figures may over estimate genuine interest because the SSCSA did suggest 
that all teachers make enquiries about redundancy to    cause the Education 
Department concern. However as I was teaching in a college at this time I know 
that many teachers were very disillusioned and disappointed when they were 
not successful in their redundancy requests3. 
                                                 
3 The University of Tasmania ran a series of advertisements throughout 1997 to encourage 
students to undertake teacher training.  These advertisements were composed of cut outs from 
newspapers predicting teacher shortages.  The major cause for the shortages was the retirement 
of aging teachers but a secondary cause was that teachers were leaving the Tasmanian state 
education system to teach elsewhere or to give up teaching completely. 
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There has been extensive, mostly supportive, press coverage of the situation such as this 
article in The Sunday Tasmanian (23.10.1994 : 4-5) which reports: 
Too many classrooms are overcrowded, too many students don’t want to learn 
and too few teachers are there to pass on their skills disgruntled teachers say. 
And they say an increasing number of teachers are questioning their  role in a 
department they believe doesn’t care. 
As a result stress has become a major concern within the ranks and   now, more 
than at any other time, state teachers were crumbling     under the strain. 
9.4 THE PERCEIVED LACK OF SUPPORT WHICH TEACHERS  IN THIS 
RESEARCH EXPERIENCE 
The causes of stress among the teachers in this study appear predominantly    to be 
structural, including, for example, multiskilling, involuntary transfer        and increased 
workload. The results of these structural changes include feelings of uncertainty and 
unhappiness. The core category of this research      is the competition between the 
ideology of economic rationalism espoused     by the administration and the caring 
professional ideology of the teachers.   This aspect of care is of great importance in this 
chapter because it is the administration's perceived lack of care for teachers which is one 
cause of teacher stress.  
9.4.1  The colonisation of care 
Teachers are concerned about the 'colonisation' of care by the      administration. The 
colonisation of care are exemplified by the actions of one Tasmanian principal who, with 
the best of intentions, started to send     birthday cards to all his staff in an attempt to be 
seen as caring. Staff reacted angrily when they were later involuntarily transferred or 
scheduled to teach outside their area. They pointed to the birthday cards, and asked 
'How can  you do this to me?'  In Chapter 4 Stories of Systemic and Administrative 
Change, I point out that Tasmania still retains aspects of tribal4 society   because it is 
small with multiple rhizomic threads of interrelationships.  Perhaps this explains why 
teachers feel so hurt by the changes they are  
                                                 
 4 My thanks to Michael Pusey for suggesting this concept in a personal communication. 
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experiencing: they feel that there is a personal, inter-tribal, relationship between 
them and the administration.  However the administration has increasingly 
emphasized the managerial and economic aspects of its relationship with 
teachers.  
There are other examples of management fabricating 'caring', such as some      of 
the personal and social development courses which have been resisted by the 
teachers (see Chapter 5 Stories of Teachers and Control). Teachers in this 
research are aware of these processes and it hurts them because they are seen as 
being contrived and manipulative. As one teacher says, 'It is like the      'Have a 
good day!' training of some American companies'. 
SUE :   I'd say the other biggest change, for me, apart from workload is the 
lack of recognition and support, and I don't mean recognition as       in  
'Oh wow aren't you brilliant.!' 
I mean the kind of 'Hey guys you are doing a good job under really 
difficult circumstances' 
and that translates as  
'No we don't have enough money for that, 
'No you can't have that. ' 
'No we don't think that is important enough. 
No, No, No No No  constantly.  
I don't feel that David Jones (a senior Education Department official) 
appreciates what I do and any of his little typed comments on my pay 
cheque at Christmas time wishing me Merry Christmas and a Happy New 
Year I treat with contempt, because the decisions that follow and are made 
by them, are not consistent with my experience of that following through, 
to me as a teacher in the classroom. (FG2 49.03) 
Teachers are not fools; they can tell the difference between contrived and 
managed 'care' and the real thing. The problem for them is that the    introduced 
managerialism is likely to endanger the care which comes from professional 
commitment and interpersonal interactions. The situation is     such that care can 
be seen as a structural management-driven policy but this care is seen by many 
teachers as contrived and as working against the 'true' care of the vocation of 
teaching. There is evidence that teachers respond to this by trying to say 'I don't 
care', when in fact they were caring very much and were distressed by their 
situation.  
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There is a feeling amongst some teachers in this research that there is an 
increasing lack of care for the students which adversely affects both the teachers' 
attitudes and the students' attainment: 
JOAN :   There is a definite perception that students needs are very     low 
on the agenda . There is all this political correctness and stuff in     the 
atmosphere, but when it comes down to the wire you feel as    though 
students needs are no longer predominantly eminent, so consequently you 
feel that nobody else gives a stuff about the kids so why should I? I mean 
that is being very cynical and you probably wouldn't stoop so low, but 
nevertheless there is that feeling in the air   ...it has struck me that students 
in year 11 and 12 are less hard on themselves...you'll set them work and 
they will ...go off in a great     flurry and you will hear all these exciting 
promises about how they      left it at home and all this sort of stuff and it 
just never appears and I   just wonder if that could have any link to high 
school classes, and I noticed you [to another teacher] said manage classes, 
you didn't say teach them.  They sort of think, well I just have to get 
through forty minutes it doesn't really matter if these kids make the most 
of that     time because I'm getting such a raw deal so why should I give 
myself      a nervous breakdown ...? And maybe the kids don't cop enough 
for     not doing their homework when they are in grade 7,8 and 9 and they  
just think that homework is stuff you do if you feel like it or if you        are 
stupid. (FG1 31.48) 
Teachers in this research were increasingly likely to make comments such        as 
'the kids come last'. They wanted students to be the most important part      of 
their teaching situation but reported that increasingly, the needs of the students 
came last, as a result of the requirements of the Education Department. 
A Caning for our Classrooms 
Teacher x is a senior woman teacher whose views represent those of many 
of her colleagues. She says the malaise within the Education Department 
runs so deep hundreds of teachers are affected. 
'The problem starts at the ministerial level and runs right through         the 
network,' she said yesterday'. It affects everyone in the system to some 
degree but the effect it has in some teachers has been      devastating. (The 
Sunday Tasmanian 23.10.1994 p.5) 
Many, but not all, teachers feel that the allegiance of the senior staff in schools is 
towards the Education Department rather than their own staff and college. 
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GWEN :   Yes I think the general feeling is that if it actually came to      the 
crunch you'd get no support from him. Which is a pretty poor       way to feel 
when you consider the sort of things that people are up against in a day to 
day teaching situation...like in the workshops ...if something actually went 
wrong, if some kid went berserk, Fred (the principal) would say 'Well, you 
know I told you not to put those kids there if you thought they couldn't do it 
... ' ...all of us make boo boos       so it is really important to know that a) you 
are going to be supported     if it is not your fault and b) if you have made a 
boo boo you should get    a second chance. So I don't think there is that sort of 
feeling at all. 
The failure of this principal to support to teachers is not an isolated event, as 
Dinham (1993 : 12) points out in his research:  'There was no evidence to suggest 
that those interviewed had been assisted by school or departmental superiors to 
overcome their stress, let alone identify and deal with its      causes'. Furthermore, 
when the Victorian Office of Schools Administration, commissioned a report on 
teacher stress from the Applied Psychology  Research Group (1990 : 37) the 
recommendations included substantial administrative intervention to alleviate 
problems. The research team itself recognises the irony of this situation: 
Many of the suggestions which follow will create new sources of stress  or 
exacerbate existing ones because they will place additional demands upon 
schools, administrative and teaching staff, and school support centres. The 
acceptance and implementation of these      recommendations depends upon 
the Ministry providing adequate planning and resources to meet the changes 
which are being     suggested. Otherwise, any changes which end up being 
made will worsen rather than improve conditions. 
It is possible from the above example to envision a situation where  compulsory 
courses on stress management cause increased stress for     teachers. Teachers need 
more social support but such support must be thoughtfully delivered. Pierce and 
Molloy (1990 : 336) point out that:     'teachers working in high SES non-government 
schools perceived more      social support in their school environment than teachers 
working in government schools' and 'teachers in government schools reported  
significantly more stress than teachers working in high SES NG schools'.  In  this 
research, teachers in non government schools believe that their school climate is 
more caring than the climate of care available in the state     secondary colleges.  
Certainly, if stress is a function of the organisation rather than the individual, one 
would expect that teachers in different types of  
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organisations would be differentially exposed to stressors. It is also necessary to 
acknowledge that there are large resource differentials between private    and state 
schools and this resource differential will affect teacher stress levels. 
Tuttemann and Punch (1992: 50) write that, in Australia, 'when teachers are faced 
with potentially stressful situations, the extent to which they     experience 
psychological distress is closely related to the extent to which     they perceive 
themselves to be effective, supported by their colleagues, and given adequate 
autonomy and recognition'. Similarly research by Sarros       and Sarros' (1990 : 150) 
indicates that 'lack of support from the principal,   faculty head and friends 
predicted personal accomplishment burnout'. Tuttemann and Punch (1992 : 50) 
describe what teachers need: 'The more     they have support, see themselves as 
effective, receive praise and      recognition and are given autonomy, the less 
destructive, in terms of psychological distress, are stressful factors in the 
environment'. Many    teachers in this research have indicated that they have not 
experienced  support. Harris et al (1985) and Hipps et al (1991) have shown that 
teachers who felt they were in control reported less stress than those who felt they   
were not. A decrease in control was also associated with increased stress by teachers 
in this research. Teachers have been poor at communicating their position to 
management. This is probably because they expect the principals and assistant 
principals to act as their spokes people. This has not       happened. Senior teachers 
have often been outside the classroom for years      as Sue (talking about a principal) 
recounts:  
SUE :   Well he has taught Maths, well he was vice-principal now that    is 
sixteen years ago. 
So he has never taught four lines for instance.  
He has never had to deal with the TCE. 
He wouldn't have a clue how to assess that and I mean he has taught Maths!. 
I mean how would he ever understand were I am coming from?  
He never would. 
And no kid would ever go and ask him any counselling!  
I mean for God's sake! Would they? 
JO :   No, I don't think so. 
SUE :   He would just say 'Go away!  
Don't waste my time or something. 
JO :   He is well intentioned, he does not have a malicious mind. (FG2 113.03 ) 
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Sarason (1971) points out that principals are expected to introduce change but argue that 
they rarely have training or experience to provide such leadership. Otto (1986 : 122) 
writes of the 'Stress producing incompetence of administrators'. Some teachers in this 
research see the results of this rapid social change as displaying lack of 'care' on the part 
of the administration. Indeed, it is questionable as to whether the Education Department 
has carried out even its formal 'duty of care' towards its teachers. Greg Vines, general 
secretary of the State Public Services Federation Tasmania is quoted in the Mercury  (8.8. 
1994 p.5) as saying:  
the government has failed to act properly as an employer. It has not provided a 
safe working place nor proper support for its employees. 
Its policy of opposing stress related claims only made the individual problems 
worse and a proper strategy was required. 
The human cost is becoming more evident and the financial cost will blow out as 
employees seek to take legal action against the     government for its negligence as 
an employer.  
For their part, many principals are also likely to be under stress and they would 
probably agree with the Applied Psychology Research Group in Melbourne (1990 :31) 
who found in their study of Victorian education that 'Expectations from the Ministry 
have gone mad, as extensive changes  involving additional work are forced on 
schools...The rate of change is too great and there is too much change'. However, 
principals have far greater control over their situation than teachers. The fundamental 
problem appears to be is one of ideology; the managers want to manage. They want to 
streamline, to save costs and to increase productivity. The teachers want to teach and 
are concerned for the overall well-being of their students. 
9.4.2 Lack of support from other teachers 
Gilligan (quoted in Beattie 1995 : 69) writes that 'The standard of moral judgement that 
informs [women's] assessment of self is a standard of relationship, an ethic of 
nurturance, responsibility and care'. Both male and female teachers in this research say 
they value their relationships with other teachers and that these relationships are 
severely curtailed. 
BILL :  the level of relationships between staff themselves, [is] I think ...one of the things 
that well, people, if you work, relationships at  work are very important and I think that 
is something that has      suffered as a result of change and I think that is just one more 
thing to add to the feelings of lack of satisfaction, feelings of stress, you don't  
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have time now to sit down now and [...}it is very noticeable this year,    the 
number of people who actually go to the staffroom and it is the   same people 
all the time and so people don't really get that time to actually gather together 
informally and that is a time to sort of let off steam; swap information; talk 
about kids; a lot of the informal but       very valuable work is done at those 
times and that just does not seem     to be happening now. Whether that is 
peculiar to this college or not  I don't know. I suspect it probably isn't, but 
that, I think, has an input      on quality, the fact that now people are talking 
about needing a time     to, for subject areas to just sit down and talk about 
subject related matters. I think that must impact on the level of service that is 
offered    to kids. The fact that teachers aren't even getting time to talk about 
subject based matters, so everyone is sort of beavering away in their   own 
sort of cubbyhole and there is a loss of that sort of sharing of information that 
sort of sharing of resources, all of that sort of thing    that is an informal but 
very important part of the teaching process. 
As a result of structural changes, such as increased workloads and               
multiskilling, some teachers are no longer willing, or able, to help their colleagues. 
RUTH :   It is stressful when you are teaching a pre-tertiary C and you have 
never taught it before and every one, and every one, is too busy    to help you 
and it is just grrr ! (FG1 50.30)  
Michael points to a situation where relationships between teachers are still 
supportive, but a teacher who is unable to deal with problem students      cannot 
risk losing 'face' before his colleagues.  
MICHAEL (Catholic School) :   I can offer and I have offered, with this teacher 
to actually baby sit a couple of his kids in my class, but he fairly sensibly said 
'No it is my problem I have got to try and resolve it'. and you know shifting 
them does not solve the problem it only points out   the problem, and for a 
male, I don't know about female teachers, there     is a bit of an ego trip about 
it so it is an admission of fault or    inadequacy or something like that. 
The teacher to whom Michael refers obviously needs help with his teaching. Help 
that would probably be given most easily and effectively be his colleagues in 
informal situations where teaching and discipline methods are discussed. Bird and 
Little (1986 : 504) write that 'The most important resource for improvement is time 
with colleagues'. Many       teachers in this research have said that time to talk to 
their colleagues has     been seriously eroded. I was surprised at the number of 
teachers who         
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nominated reduced interaction with their fellow teachers as a significant     cause 
of concern. These teachers really appreciated informal contact with    other 
teachers, and Acker (1995 : 33) suggests that this should be a focus for further 
research: 
we should add to what we know about teachers' survival and coping 
strategies (Hargreaves, 1978; Woods, 1990) some exploration of    collective 
teacher strategies and the institutional conditions under     which they 
emerge. (original emphasis)  
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Discussion 
In their responses, the teachers in this research have nominated stress to be a 
major feature of their professional life. Stress was the largest file        constructed 
during the analysis of my interview and focus group data. Stress    is an 
unintended consequence of structural change. As with other  consequences of 
structural change, discussed in other chapters, it is      uncertain whether senior 
administrators in Tasmania are aware that it is a structural issue. This emphasis 
on the structural and administrative causes      of stress differs from earlier 
American studies such as that of Sutton (1984 :   24), who argues that 'lack of 
supervisory support is not a significant     predictor of strain'. Whether this 
difference is related to the organizational structures in the different countries 
(Sutton points out that teachers are        used to working alone in their classrooms 
and that supervisory staff are not significant) or to the time at which the research 
was conducted is not      possible to disentangle. 
My research findings also have similarities with the work of Otto (1986)       who 
examined teacher stress in the 1980s in Victoria. Tasmania adopted     many of its 
management practices from Victoria and introduced a      Tasmanian Certificate 
of Education (TCE) based on the Victorian Certificate    of Education (VCE). It 
seems reasonable to suggest that  structural stress is similar in both states. Most 
studies of teacher stress have concentrated on teacher stress as their sole interest.  
My study is more general, looking at change over the last ten years and is not 
specifically on teacher stress. Thus   this research is able to locate stress as just 
one factor among many in the changes experienced by these teachers over the 
last ten years. This research      is based on the self-reports of the teachers. In 
discussing measures of stress, Kyriacou (1987 : 147) concludes that 'overall self-
report measures have    proved most useful'. These teachers associate stress with 
lack of social   support, increased workload, changing ideology, increased control 
of   teachers, changes in students, the rapid change process and the uncertainty 
which comes from the interaction of all the above. The findings of my    research 
also echo the work of Blackmore (1993(a) : 4), who writes about restructuring in 
Victoria:  
At the same time all spoke of the emotional and physical exhaustion  they 
were experiencing, of the overall feelings of loss of control over   
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their own futures with the arbitrariness of the change, their feelings of 
helplessness about countering poor community perceptions of teaching, 
largely perpetuated in the media. Deep seated anger was evident when 
asked about the reforms in state education. The restructuring was seen to 
be indifferent to the quality of teaching and learning and the fate of 
kids,...and as decimating a public education system in what was essentially 
perceived to be a cost cutting, anti union exercise rather than based on any 
educational agenda by the state government'. 
Two major features of my research on teacher: 
1) I locate stress in this thesis in:- 
a) The social/political approach Cole (1989), Dinham (1993), Henry, Knight, 
Lingard and Taylor (1988), Otto (1986) 
b) In the administrative/managerial approach Kyriacou (1987), McCarthy, Pierce 
and Molloy (1990), Sheehan and Kearns (1995), 
c) In the interactionist approach. Cooley (1964) Thomas (1951) 
It is not my aim to examine stress from an individual medical perspective (see 
Tesh 1990 for a discussion on the medicalisation of stress) or from a 
psychological standpoint. However many of the psychological studies provide 
valuable insights into the social as well as the individual aspects of teacher stress.  
2) Teachers, asked a ‘neutral’ question about changes in the last ten years, 
indicate that they are experiencing a major increase in stress.  A noteworthy 
feature of this research is that the focus groups were not centred on stress but, 
rather, a more general question about change in the last ten years. Stress  as a 
theme arose spontaneously from the focus groups. Teachers in this research 
described their individual feelings and responses to stress, but at the same time, 
and in the same focus groups, they were locating that stress in their social 
situation of change while reflecting on the previous ten years. I am thus able to 
indicate individual, communal and structural aspects of stress. Importantly, I 
also bring to the fore some of the consequences of stress which as yet may not be 
perceived by administrators. 
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CHAPTER TEN: CONFLICTING IDEOLOGIES: 
ECONOMIC RATIONALISM AND TEACHER 
PROFESSIONALISM 
INTRODUCTION 
Chapters four to nine of my thesis present teachers' stories of change. This 
chapter elaborates the 'core category' of the grounded theory developed in   this 
research, namely that teachers in this research find themselves caught       in a 
web of contesting/competing/conflicting ideologies that they     themselves 
have taken up to various degrees. Some of the contestation may result from the 
perceptions of these teachers rather than the reality of the situation. I use the 
concept of competing ideologies as Weberian 'ideal      types', or, perhaps more 
accurately, they should be called ideational types to describe the perception of 
teachers that most managers follow the economic rationalist ideology while 
teachers perceive it is more likely that teachers      will follow the professional 
ideology. 
The core category of this research is the conflict in ideology between the 
ideology of economic rationalism and the professional caring ideology of       
the teachers.  Implicit in the definition of ideology which Giddens (1989 :      
727) defines as ‘Shared ideas or beliefs which serve to justify the interests of 
dominant groups’ is the question of power.  Educational policy makers and 
administrators, who have always had the capacity to exert their power, in      
the last decade or so they have decided to use their power to ensure    
education serves the economy.  The previous chapters which detail teachers’ 
stories also detail the increasing use of administrative power with the 
consequent reduction of teachers’ power. 
As I worked through the teachers’ stories the core category became self evident. 
 
Figure 8: Showing How the Main Themes of the Thesis Coalesce to Form the 
Core Category of Contested or Conflicting Ideologies 
 294
Conflicting 
Ideologies
Administration
Control
Workload
Stress
Students
Behavioural Studies
Change
 
 
From the beginning of my research, I knew that changes had been 
implemented for economic factors. Even before doing the research, whilst I  
was still teaching, I found myself questioning the way financial imperatives 
became management practice. I knew that many teachers were unhappy. 
However, it is only through this research that I have come to realise the     
depth and importance of the ideological aspects of teaching and     
management. 
When I completed my teacher education in York (England) many years ago,      
I remember the vice principal of our college saying to our year group as we   
left the college 'You don't know everything about teaching, but don't worry. 
You all have the right attitude'. He was saying that we had been socialised   
into a profession where the good of the students was paramount, where 
teachers were altruistic and did not see time as strictly demarcated into    
'school time' and 'my time'. We were professional teachers and, similarly,        
the teachers in my research are focused on their work with students. They   
tend not to pay too much attention to the administration as long as it does     
not interfere with their teaching. One of the main complaints of these     
teachers is that administrative duties are seriously impinging upon the    
quality of their teaching (see Chapter 4 Stories of Systemic and    
Administrative Change, Chapter 5 Stories of Teachers and Control, and 
Chapter 9 Stories of Teacher Stress). Teachers find it difficult to resist this 
infringement. (See Chapter 5 Stories of Teachers and Control). They are  
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increasingly experiencing stress which is caused not only by increased 
workload (see Chapter 7 Workload Stories), but also because they are trying to 
maintain their professional ideology while, at the same time, they adapt to the 
ideology of the managers which is founded on economic rationalism. Some 
teachers try to abandon their professional ideology in the face of increasing 
pressure (see Chapter 4 Stories of Systemic and Administrative Change, 
Chapter 5 Stories of Teachers and Control, Chapter 7 Workload  Stories and 
Chapter 9 Stories of Teacher Stress). If teachers try to diminish or abandon their 
professional ideology, they feel guilty (see Chapter 9 Stories of Teacher Stress). 
Teachers are in a difficult position which is compounded by their well 
intentioned protection of their students and their attempts to 'cope' with their 
problems because of their culture of independent, private responsibility for 
their classrooms and their students. Teachers are socialised to value the care 
of1, and interaction with, individual students and groups of students. They are 
encouraged to have a love of their subject specialisation and a belief in a 
professional ideology throughout their teacher education courses and 
throughout their teaching career. This ideology becomes part of the self of 
many teachers. It is an aspect of their identity. This professional ideology was 
shared by senior staff in colleges. Now this ideology is under threat by the 
growth in the power of the economic rationalist ideology held by managers 
(Walsh 1987 : 148). Economic rationality has become the dominant ideology of 
those in power.  The media promoted 'economic rationalist' policies in the 
1980s. Counter arguments and policies were ignored or dismissed as 'irrational' 
(Toohey  1994). Bacon (1995 : 71) reports that Toohey interviewed twenty press 
gallery journalists who all agreed that the Australian Parliament's press gallery 
uniformly adopted an economic rationalist point of view.  
A typology of the two conflicting ideologies (see figure 9 below) provides a 
simplified summary of the differing views implicit in each ideology in    
relation to perceptions of students, teachers, effective teaching, subject 
expertise, change, the purpose of education and evaluating education.  These 
belied systems which can both be justified or contested. 
 
                                                 
1 Similar typologies of conflicting ideologies could be developed by examining other 
institutional areas where economic rationalist policies have been implemented.  For example it 
is highly likely that similar processes are taking effect among health professionals as they strive 
to deal with case-mix and managed care. 
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In my thesis I have used the voices and stories of teachers in this research so 
that we can, as teachers, present our definition of the situation.  The     
economic rationalist ideology2 is in its ascendance and is supported by those   
in power-the politicians, the administrators and the managers.  However       
my research analyses the conflict and discusses the consequences of that 
conflict which becomes evident when teachers’ voices are heard.  Teachers     
are less powerful than politicians, administrators and managers, however,               
we are still crucial to effective education and our definition of the current 
educational situation is therefore important. 
The competition for the place of dominant ideology is not a simple    
dichotomy, (as indicated in the framework chapter), it is more a case of 
overlapping continuums. 
Figure10 Continuums of Ideologies in Competition 
Education 
as product
Education must 
take account of 
economic forces
Vocational 
Training
Education of 
individual
Economic Rationalism
Teacher Professionalism
 
One continuum, economic rationalism stretches from the extreme form of 
seeing education solely as a product related to increased production to the 
other end of the continuum which sees that education has to take into     
account economic forces.  
Similarly, the continuum of the professional ideology, at one extreme        
would see education as solely a matter of personal, academic and social 
development for the students, whilst at the other end of the continuum 
education for the potential employment of the students is perceived as 
important. Hence, some members of the system administration are deeply 
                                                 
2 For a detailed discussion of public policy and economic rationalism see also McGillivray (1995 
: 89-110) and Principles of Policy Studies, (1995) a reader produced by Deakin University. 
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concerned with education in its widest sense and they care deeply about 
teachers and students. Similarly many teachers would accept that education 
must adapt and respond to economic imperatives. Teachers have to locate 
themselves simultaneously on both the above continuums. 
The administration too is in a difficult position, since it has to economise       
and make unpopular economic decisions. Increased retention means     
increased courses and provision for less 'academic' students. As there are 
'difficult to staff schools', some management initiatives have to be taken.        
For example, it is part of the national policy to mainstream 'special'        
students and administrators have to accommodate those decisions.      
However, these management initiatives directly affect the teachers and 
students who have to live with the complications of these initiatives in         
their daily working lives. Many members of the management are not aware   
of, nor responsible for, the consequences of their initiatives. 
This chapter locates the teachers' stories in the broader competition for 
ideological supremacy. Like Susan Robertson (1996 : 51), the teachers in my 
research are increasingly finding that ideological control 'has been 
unceremoniously split from teachers' work and placed in the firm hands of 
administrators, politicians and transnational capital'. My thesis, like the 
research of Dinham and Scott (1996 : vii), suggests that teachers want to      
teach and are dissatisfied with any factors which inhibit their preferred ways  
of interaction with their students. However, as Seddon (1991(c) : 6) points     
out, 'The 'professional' is no longer to be simply a loyal teacher of students,   
but a manager of the learning context'. What is seen as professional        
becomes contested.  
This chapter is divided into three sections:- 
• Section A: The growth of economic rationalism 
• Section B: The professional ideology 
• Section C: The deprofessionalisation of teachers 
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SECTION A: THE GROWTH OF ECONOMIC RATIONALISM 
 
10.1 ECONOMIC RATIONALISM AND TASMANIAN EDUCATION 
My thesis is about change, and the main change specified by the teachers in  
my research is a fundamental change in beliefs concerning the purpose of 
education. Administrators, such as those in the Education Department and 
senior staff in schools and colleges who make managerial decisions have    
taken up, to varying degrees, an ideology of economic rationalism as a key 
determinant of educational decision making.  This contrasts with more   
abstract ideologies that have informed education in the past such as:   
education is for the development of individual talents and abilities;     
education develops the mind, education promotes civil society, education is 
fulfilling. Education has always been associated with economic factors, if      
you have a good education you are far more likely to obtain a good job.     
Now, however, that instrumental aspect of education has become    
predominant and teachers feel that the relational aspects of teaching have   
been reduced by managements' imposition of economically rational constraints. 
It is thus necessary for me to examine the growth and  development of 
economic rationalism as it affects the teachers in my     research.  This section 
has five parts: 
• Economic rationalisation and the Tasmanian Education Department. 
• The outcome/process debate. 
• The particularistic/universalistic debate. 
• The power of economic rationalism to overshadow teacher     
professionalism; the celebration of change. 
• Locating the changes these teachers have experienced in the larger picture    
of economic rationalisation. 
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10.1.1 Economic rationalisation and the Tasmanian Education 
Department 
To understand how economic rationalism has come to dominate in    
Tasmanian education we need to look at the CRESAP Report of 1990. This 
report, written by Melbourne consultants, was a review of the Department      
of Education and the Arts called ‘Foundations for the Future. A Focus for      the 
Administration of Tasmanian Education and the Arts’ and provided         the 
justification for the massive funding cuts to education in Tasmania.          The 
consultants showed that, in 1989, Tasmania’s education system was       over 
funded by $29.4 million when compared with the national average. (CRESAP, 
1990 : 3). They also pointed out that 'By 1989 Tasmania’s      education system 
had almost twice the national level of out-of-school        staff'.3 
The Summary Overview of the Cresap Report (1990 : 5) indicates the          
thrust of the administrative changes to face Tasmanian education: 
Education in Tasmania is highly valued by the community, and the 
education system is one in which professionals and non-professionals 
alike perform to a high level of skill and dedication. The system has   
been well resourced over many years, but great expense and high 
resource levels do not necessarily mean good educational outcomes. 
There are many structural and management practice reasons why the 
system does not perform to a higher level of efficiency in delivering 
educational services, not the least of which is that - like many public 
sector organisations-the system is focused on process not outcomes .           
(My emphasis) 
From this document, comes the determination to focus on outcomes. The 
departmental strategic plan nominates 'a focus on quality outcomes' 
(Tasmanian DEA 1994: 5) as part of the values and principles of     
management. The whole thrust of managerialism in recent years has been        
to concentrate on outcomes. 
 
10.1.2 The outcomes/process debate 
                                                 
3  Cynical teachers in staffroom conversation explain that the many recent changes have 
nothing to do with the need for change: rather, they represent the needs of under-employed 
education department staff who need to be seen to be implementing radical change programs  
to justify their continued employment.  
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Like many other educators (eg Stenhouse 1975), I would argue that      
education and teaching should be conceptualised as processes rather than 
products. It is the interaction between student and teacher which facilitates 
learning. When does one measure outcomes? After each lesson, each week, 
each year? Education is a cumulative, maturational process. Perhaps a true 
story will illustrate what I mean. A friend who teaches in a disadvantaged    
area was critical of the teacher who taught the first year students. My friend 
taught the second year students, and noted that very few of them had      
started to read when they came to her. I asked if she had any trouble with 
teaching them to read once they were in her class and she said 'No, they       
take to it like ducks to water'. I then asked what this other teacher did with    
the kids when she had them and she explained 'Oh she is very arty, she       
does lots of painting, big murals, acting, singing, dancing, stories, things      
with scissors and paste, all that sort of thing'. I suggested that, given these 
childrens' background, perhaps that teacher was giving the students exactly 
what they needed: lots of work on manual dexterity (scissors and    
paintbrush), spatial awareness (painting, drama, dance), love of language 
(stories and drama). We talked about this for a while and realised that this 
teacher was teaching basic concepts like shape and colour in an imaginative 
way. These children may not have been introduced to these concepts at      
home and her decision to provide aesthetically-rich learning experiences       
was defensible.  
The point of this story is that if the teacher had she been formally judged by the 
outcome of the reading level of her students she would have been seen as a 
failure. As it was, because of her professional education, her sensitivity and   
her freedom to make decisions in her own classroom she was giving her 
students an excellent start to school life. They liked school, thought it fun,     
and were keen to learn. The process of schooling had begun well for them.   
The 'product' of that teacher’s teaching may not be able to be evaluated       until 
those students in turn approach their own children’s first day at       school. If 
this teacher, or any other teacher, has to achieve externally created goals then 
they will teach to those goals and be denied the flexibility to teach what the 
students may need at that time. 
The system administration does not concern itself with such questions.    
Things like understanding, love of subject and effective teaching are too 
difficult to measure, so the administration does not measure them. Instead,       
it measures that which is easily measured like class size and reading age. 
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10.1.3 The particularistic/universalistic debate 
For teachers ‘care’ is part of the professional norm. In Parson’s (1951) terms   
the ‘particularistic’ is important. For the administration the ‘universalistic’        
is important (Waters and Crook 1990 : 441). In the mould of economic 
rationalism, ‘manager’ designates a position in the system; the ability to 
manage is transferable. Many teachers comment on what they see as the 
inappropriate previous managerial experience of some of the senior   
executives in the education department.4  
There is a conflict of ideology between the managers and the teachers. The 
teachers want to teach and care for their students and expect the  
administration to facilitate them in this task by caring for their needs. As       
this Letter to the Editor of The Mercury (7.9.96 p.18) says, 'Teachers are a 
strange lot. Like nurses, they are still really concerned about those in their  care-
even in the toughest times'. Hargreaves (1994 : 145) explains that 'care appears 
to be interpreted as the interpersonal experience of human  nurturance, 
connectedness, warmth and love' and Watson (in Hargreaves   1994 : 146) 
points out that 'Human caring involves values, a will and a commitment to 
care, knowledge, caring actions and consequence'. This     caring has a moral 
basis, or what Gilligan (quoted in Belenky et al 1986 : 8)  calls 'a morality 
organized around notions of responsibility and care'.  
Teachers and their students notice when there is a decrease in care (see  
Chapter 8 Students in Teachers' Stories and Chapter 9 Stories of Teacher    
Stress and later in this chapter). The administration wants to deliver a cost       
effective service and manage the finances and resources, including human 
resources efficiently and effectively. Managers promote change because it is    
in their interest to do so. If they implement and evaluate change they feel    they 
are doing their job. They do not see themselves as facilitators for     teachers but, 
rather, they are the initiators of change.  
 
10.1.4 The power of economic rationalism to overshadow 
teacher professionalism; the celebration of change 
                                                 
4 See Bessant (1995 : 59) and Porter in Lingard et al (1993 :43) for a discussion of managers' 
knowledge of the area they are managing. 
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To use a gardening analogy, I see the tree of economic rationalism receiving 
more support and nutrients so as to overshadow the tree of teacher 
professionalism. Teachers and administrators have always contested their   
areas of power, but their contestation is more significant now because of the 
numerous and various changes, particularly in regard to teaching year     
eleven and twelve students (see Chapters 4 Stories of Systemic and 
Administrative Change and Chapter 9 Stories of Teacher Stress).    
Management culture may be better able to appropriate change to its own       
ends than professional culture in which change is understood as       
incremental or evolutionary. Management is able to 'take over' from       
teachers during times of rapid change. Management has the power to   generate 
change, which has the further advantage (from the management   point of 
view) of limiting the power of the teachers. Management policies     like 
multiskilling and involuntary transfer further reduce the power of the teachers 
(see Ch 5 Stories of Teachers and Control). Naisbitt (1984 : 18) writes 'Change is 
perceived as good in itself, change is part of the ideology of economic 
rationalism, change means improvement, change means growth    and 
development, change is what managers bring about, it is how they can judge 
they are successful'. 
The premier of Victoria, Jeff Kennett (quoted in The Australian, 2.3.1994 : 4) 
exemplifies an economic rationalist view of change when he refers to     
teachers who resist change as ‘troglodytes trying to hang on to the      
conditions and practices of the past’.  Teachers who question change are 
labelled as 'elitist', 'stuck in their ways', 'lazy', 'unimaginative', 'trouble   
makers' or 'obstructive'5. For the teacher, the emphasis is on the classroom,     
on students, on the subjects they teach and on the personal, individual care 
they give to their students. Hargreaves (1992 : 95) writes of 'This internally 
generated dedication' which results in teachers are focusing on creating 
positive attitudes to learning, on motivating students, on creating love of 
subject. 
Change, in and of itself, is not resisted by teachers but constant change, 
imposed as a means by which managers justify their roles, is disruptive to     
the process of teaching and learning.  Durbridge (1991 : 85) points to 'the 
danger of a breakdown of trust by teachers tired of the continued imposition  of 
new expectations and managerial structures without adequate   consultation'. 
                                                 
5  See Becker (1966) for a description of ways in which those labelled in a particular way can 
come to be classed as deviants. 
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Gwen details the results of a situation where administrators   have made 
decisions without being aware of their effects because they are so far removed 
from the experiences of these consequences. 
GWEN :   Generally I think that the administration, the whole running of 
the college is; imagine there is something like a top which is gradually 
starting to slow down. It is almost at a dead stop now and there isn’t 
enough input from people like the principal; who I don’t think realises 
actually how bad the situation is; to actually do things which would in 
some permanent way, make things better. Like, you know, do something 
about some of the teachers whose teaching is so bad that kids keep 
leaving their classes, or do something about even having a reasonable 
amount of communication so that people know what other people are 
doing. There is no planning done, or any consultation, or things like that 
which in the counselling role, unfortunately I have come across a whole 
range of stuff which unfortunately I have been fairly ignorant of just in 
the teaching role, so you actually see all the warts there. 
You see the teachers that aren’t doing their job, the students that aren’t 
being given a fair go.  
You see the inadequate support that is given to some of the subject 
departments; especially ones looking after kids with special needs and 
stuff, and you see inadequate senior staff that can’t help their staff. All of 
this you can see and you can do band-aid stuff, which is what I have 
been doing, so that person A is incredibly upset because they are not 
getting support and they feel they can not cope with a particularly 
difficult class. I will make it my job to see that those kids are withdrawn 
from that class if I possibly can.  
That is not really my job, but if I possibly can I will do that but I know 
that is not going to help the next teacher because if I have not had input 
into getting the kid into that class initially I don’t feel I can get it out.  
There are all those sort of things, that’s why I say I have about nine 
fingers in the dam now. It is band-aid sort of stuff. I’m not saying I’m 
keeping the place going but there is lots of stuff which is happening 
which I have sort of managed to fix up. People probably will never find 
out about it except the people who are actually involved and it’s very 
frustrating because I know that next year an identical situation will 
emerge with the same sorts of kids coming to me from exactly the same 
teachers giving me exactly the same complaint.  
Well I count on my friendships with a lot of other staff, for favours,     
like if they will take in an extra kid and stuff. They will say 'No my     
class is full,' and I’ll say 'Look this is an emergency,' and people will;   
but you can not keep calling in favours for ever because they have got   
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to get something out of it too and if they keep doing me favours year 
after year you can see that, that is not the way to deal with it.  
Oh I think things will worsen that way. 
This teacher is counting on the professional responsibility of teachers to      
solve problems. Throughout the research teachers told me of the ‘band-aid 
mentality’ of the administration and that teachers feel it is their duty to    
protect the ‘kids’ from as much disruption as possible. This desire to protect   
the students and the willingness to 'cope' is seen as part of the professional 
responsibility of teachers, it is part of caring, but caring is increasingly under 
threat. 
10.1.5 Locating the changes these teachers have experienced 
in the larger picture of economic rationalisation 
In Chapter 2 Methodological Framework, I developed a diagram of    concentric 
circles showing the relationship of influence from the classroom      to wider 
society. My thesis is concerned with locating change in not only the micro 
situation of these teachers but locates that change also in the macro situation of 
global economic change. This section of the thesis is concerned  with the macro 
aspects of the ideology of economic rationalism recognizing that economic 
rationalism is significant at the macro and micro level. The purpose here is to 
give a brief history of the philosophy and power which     has been generated 
by the ideology. 
The ideology of economic rationalism is a way of looking at the world with 
economics as the primary principle; looking at the cost and value of   
everything and seeing everything in terms of the monetary gain which can     be 
accrued. Pusey (1994 : 1) defines economic rationalism as: 
a doctrine which says that markets and money are, at least in      
principle, the only reliable means of setting a value on anything: or 
alternatively, as the insistence that markets and money can, again, at   
least in principle, always deliver better outcomes than governments, 
bureaucracies and the law.  
He continues 'the arguments of economic rationalists are driven by    theoretical 
idealisations of homo economicus that have become self-      referential, 
ideological and irrational'. When I first read these words early        in 1994, I 
little realised that they would be so closely associated with the core category of 
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my thesis. I did not know then that the teachers in this research would indicate 
that the major change they were experiencing was a change     in ideology, nor 
did I realise that they too would see the ideology of     economic rationalism as 
irrational. For example, these teachers talk about      the policy of multiskilling. 
It is now the economically rational perception of   the Tasmanian Education 
Department that all teachers can teach most    subjects in all age groups. (see 
Chapter 4 Stories of Systemic and Administrative Change, Chapter 5 Stories of 
Teachers and Control, Chapter      6 Histories of Behavioural Studies Subjects 
and Chapter 8 Students in   Teachers' Stories). 
SUE :   But what interests me is the government says, or the       
Education Department says 'Anyone can teach anything. But  
universities and training centres aren't doing that; you still have     
people in general areas. 
JO :   Specialising. 
SUE :   And you can not do that. We don't have engineers out there  
being pilots and that is what it is... 
SARA :   It is, it is illogical. 
NANCY :   It is totally irrational. 
SARA :   It is illogical going from the specialist to the generalist. 
(FG2 35.55) 
Muetzelfeldt (1992 : 188) specifically comments on the conceptual confusion    
of economic rationalism and notes that it is an ideology, or belief system,   
rather than a rationality: 'In short, economic rationalism's rationality is    
limited by confusion surrounding basic concepts, and is infused with 
ideologically derived values and interests'. 
 
 
10.2 ECONOMIC RATIONALISM AND EDUCATIONAL POLICY 
Introduction 
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The previous section briefly described the growth of economic            
rationalization in the Tasmanian Education System.  In this section I want to 
examine the relationship between economic rationality and educational   
policy. This section goes some way to explaining why economic rationalism  
has been adopted as educational policy. 
This section has eight parts 
• Human capital 
• Economic rationalism and the government 
• Economic rationalism and the unions 
• Award restructuring 
• The needs of the economy 
• Education assumes a market identity 
• Economic rationality can make decision making more simplistic 
• Education is seen as an industry which is controlled by managers and 
unionists 
10.2.1  Human capital 
Both economic rationalism and its particular educational form, human     
capital theory came to dominate political thinking in the 1980s. In 1987,   federal 
government services were reorganised into fewer 'mega     departments'. 
Education became part of the Department of Employment, Education and 
Training. The title, including the placing of 'Education' after 'Employment' (a 
reversal of the alphabetical order) and the inclusion of 'Training', serves to 
locate education squarely within the confines of work    and training. 
As Marginson (1988 :24) shows, the ideology of economic rationalism, as 
applied to education, sees the education people obtain as a form of capital: 
People are seen as calculating individuals seeking maximisation of their 
personal economic utility-the model of 'egoistic rationality. 
In this view of the universe the only acknowledged benefits of education 
are economic benefits: another way of saying it is that all educational 
benefits of any kind - including those understood as aesthetic, intellectual 
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primarily a function of jobs rather than workers, an increase in the 
number of educated workers will not in itself increase productivity or add 
to national wealth. But human capital theory assumes that an increase in 
the number of educated and trained    workers will more or less 
automatically be used in the workplace, that the supply of skills creates 
its own demand. 
10.2.2 Economic rationalism and the government 
Economic rationalist policies were introduced by the Federal Labor 
Government when it was in office from 1983-1996 however, Dollery and 
Hamburger (1996 : 108) in an article criticising the work of Pusey, write that     
in fact the Labor government, in some cases, was 'soft' on service agencies. 
Although theoretically (and often rhetorically) the Labor government              
supported economic rationalisation, it has also demonstrated       
understanding and restraint:  
If economic rationalism had dominated Australian Government 
administration over the past decade, and if economic rationalists held  
the views by which Pusey defined them, there should have been a 
different pattern of change in the size of federal government agencies. 
Program and service agencies and regulatory agencies should not      
have grown as much as they did and the flourishing wet and green 
agencies supporting culture and the environment should not have 
occurred.  
The 1996 budget policies of the Federal Liberal-Nationalist Coalition 
Government which include making it more difficult for students to obtain 
Austudy and increasing the fees for university courses7, seem to indicate      
that this government is going to be even more strongly committed to economic 
rationalism.  
10.2.3 Economic rationalism and the unions 
The position of the teacher unions in Tasmania is discussed in Chapter 4 Stories of 
Systemic and Administrative Change. In Australia, as Knight et al,(1993: 12) point 
out, teacher unions found their: 
                                                 
7  The Mercury (17.2.1997 p.5) reports 'More that 125,000 students across Australia face loosing 
all or part of their payments under the new regime'. There has now been such an outcry that 
the federal minister for education has been forced to reconsider some of the cut backs. 
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ability ...to criticise or respond to the Dawkins agenda was impaired by their 
incorporation into the ACTU (Australian Council of Trade Unions) 
apparatus and their support for the Accords, the ACTU policy on education, 
and the award restructuring process with its substantial (and deserved) 
salary increases for teachers and the establishment of the Advanced Skills 
Teacher positions. The consequence once more was the foregrounding of 
industrial over professional concerns. 
Teacher unions, in their desire to achieve pay increases, supported award 
restructuring and in a 1986 High Court decision, education was defined as an 
industry for federal industrial relations purposes (Seddon 1991(c) : 14). Teachers 
therefore opened themselves to the sorts of industrial expectations to do with skills 
and productivity which are usual in industries. In allowing themselves to be seen 
and treated as an industry, teachers have to a certain extent opened themselves to 
the sorts of action on the part of the managers which has brought stress and 
conflict to the teachers.  
Preston and Kennedy (1995 : 28) write that this concentration on economic 
imperatives has led to a situation where the concentration is upon increasing 
productivity through increasing skills: 
The strategy involved improved and more widespread vocational education 
and training, recognition of the skills held by workers...These elements were 
brought together in the industrial relations strategy of 'award restructuring'.  
Therefore the skills which teachers inculcate in their students and their own skills 
as teachers become part of the 'grand plan' of economic recovery and education 
assumes a market identity. 
Jane Kenway et al (1994 : 319)) have undertaken a research project called 
'Marketing Education in the Information Age'. This project explores the 
marketization process and locates what is happening in Australia in global    
terms. They suggest that now the 'market genie' is out of the bottle,            
policy makers will not be able to satisfy their 'fantasies' of 'rational, goal 
directed change'. They further suggest (1994 : 330) that 'consumption and 
commodification work to produce a selfish, individualistic culture where       
the main moral imperative is gratification and that the marketization of 
education taps into this psyche'. Teachers find it difficult to accept this    
culture, since they tend to be altruistic and are used to encouraging co-
operation (despite the competition prevalent in competitive examinations).  
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They also usually advocate deferred gratification and education for the 
satisfaction of knowing, as well as for the inevitable credentialism. 
The result is that education policy has been captured by economic policy. 
Knight et al (1993: 13) explain that one of the major features of the reformed 
education program of 1987 was 'an attempt to manage an economic crisis by 
harnessing education to micro economic reform in the national interest,        and 
by restructuring it for greater efficiency and economy in the provision      of 
education services'.  
High rates of unemployment and a concentration on the importance of the 
economy have brought economic issues to the forefront of public       
awareness. Unpalatable economic stringencies have become a part of    
everyday life, in much the same way that, in Britain in the early nineteen  
forties the phrase 'Don't you know there is a war on?' was used to justify 
draconian policies. Economic rationalism, accepted as an 'instrumental'    
means of solving an economic problem, becomes 'expressive’.  We are        
urged to 'Buy Australian, and buy your kids a job'. 
10.2.4 Economic rationality can make decision making more 
simplistic 
When politicians look at education from an economic perspective,      
they look at issues such as skills and productivity. (Employment and 
Skills Formation Council, 1992 : 1) 
Concentrating on skills and productivity promotes the perception that 
politicians have a plan. There are apparently straightforward policies which,    
if followed, will 'solve' the economic situation and get us out of recession. 
These policies are a blueprint for the future; they are simple, not in the      
Fordist sense8, but rather in the sense that clear economic imperatives        
avoid extended (unresolvable?) debate about education. 
There is legitimate competition for the scarce resources of education.   
Economic rationalist decision making ensures that market demands take 
                                                 
8  The rigid division of labour which is part of the Fordist system is replaced by multi      
skilling. Workers can carry out many tasks. The Fordist system simplified tasks for conveyer 
belt application, the economic rationalists have workers doing more tasks but this allows for 
simplification of their managerial tasks because workers are interchangeable; see    
also Australia Reconstructed  (1987) a very influential ACTU Report. 
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priority without having to argue each individual case. But teachers' want to 
debate cases, for example argue, to that a class in World Literature should 
continue despite not being able to enrol more than nineteen students in it.   
They argue on educational rather than economic grounds and they want     
each such case to be decided on its own merits and on multiple grounds    
rather than the single criterion of class size. This desire by management to 
make things 'simple' has the consequence of making things more complex        
for the teachers. Complexity increases because, teachers teach more subjects    
to more divergent students; they adopt many of the roles previously carried 
out by subject specialists and they have increased meetings (see Chapter 7 
Workload Stories). Increased workload has been extensively researched by 
Apple 1982 and Hargreaves (1994 : 118) who describe how teachers are 
'expected to respond to greater pressures and comply with multiple 
innovations under conditions that are at best stable and at worst   
deteriorating'.  My thesis adds to previous work by extending the concept of 
intensification with the concept of complexity (as described in Chapter 7 
Workload Stories), it locates educational practice in framework based on   
belief, on ideology.  It demonstrates that because teachers hold on to their 
educational ideology and also subscribe to economic rationality, not only    
their actual work 
10.2.5 Education becomes seen as an industry which is 
controlled by managers and unionists 
The changes being experienced by teachers in Tasmania are also being 
experienced by teachers nationally and globally. As Ball ( 1990: 96) points     
out, referring to the UK: 
Control and policy making are now more overtly and directly   
influenced by the business community. It is now normal for the 
government to nominate representatives of industry to key      
committees and decision-making and allocatory bodies concerned      
with education. 
A similar process took place in Australia when major educational decisions 
were taken by committees set up by the economically rationalist Labor 
government. The Economic Planning Advisory Council (1992: 36) notes: 
There is particular concern that the Chairpersons of both the Finn and 
Mayer Committees are from business, and that there are no teachers      
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on the former, and they were only included on the latter after 
considerable pressure by the unions. 
The influential Employment and Skills Formation Council was headed by 
Laurie Carmicheal (a former metal work union leader and Assistant     
Secretary at the ACTU) This committee produced the Carmichael Report 
(1992)9 which supported the 'transference of skills' policy. ACTU members 
were threatened with decreasing employment as a result of the economic 
downturn10 which encouraged Carmichael to rationalise the transference of 
skills. However, the transference of mechanical skills, such as used in 
metalwork, are not the same as the transference of educational, professional, 
academic, interactive skills such as those used by teachers. The transference     
of skills for the teachers in this research has been seen, not so much as 
transference, but as multiskilling.  
Seddon (1996 : 203) has provided a detailed account of the interactions   
between Directors General of Education, industry and teacher unions as      
they work together for a 'much broader movement for economic and   
industrial reform' which combined 'consensus-based decision making',        
'skill formation' and 'award restructuring'. Thus skills became associated     
with productivity and hence pay. Despite the lip service paid to 'consensus',   
the majority of teachers in this research believe that education is       
increasingly controlled by politicians, economists, industry, unions and 
management and decreasingly controlled by educationalists and teachers. 
 
10.3 ECONOMIC RATIONALISM AND MANAGEMENT 
The ideology of economic rationalism has been adopted by management      
and management has become more powerful. Pollitt (1990 : vi) argues, as I    
do, that 'managerialism needs to be understood as an ideology'. Managers     
are more powerful not only because they have more control, but also      
because they believe in what they are doing: they believe that economic 
rationalisation will solve problems. 
                                                 
9 See also Bluer & Carmichael's Award Restructuring and Teaching (1991). 
10 For a critique of the competency based approach see Richardson (1993 : 2)  
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Pusey points out that when the Department of Employment, Education and 
Training was formed in 1987 it had a minister and secretary who both had 
economics degrees. The previous minister for education and her secretary   
both had arts degrees. Pusey (1991 : 147) suggests that 'This shift symbolically 
mirrors the essence of the changes in the intellectual context of what was to 
emerge as education'. It is interesting to note also that prior to 1987, the 
minister for education and the secretary of education were women, but,     
when education is perceived to be part of the economy, it became        
controlled by men.11 
Within the Education Department and the administration of the schools in 
Tasmania there has been a shift from the bureaucratic towards the market 
model of management. Management is increasingly seen as divorced from 
teaching and as taking place outside the classroom. The fact that most    
teachers are excellent managers inside the classroom where, on a daily basis, 
they interact, control, encourage, evaluate, motivate, and in the case of 
secondary teachers, teach fifty to a hundred students in a day, is taken as   
given. The new management is an administrative elite who interact and      
share knowledge to which teachers are less likely to have access.  However,               
as the OECD (Hughes 1994 : 278) acknowledge, administrators too are now 
viewed 'as a system of production' and 'may simply not be capable of 
responding to the new tasks which political authorities may set'.  My      
research has shown that the needs and requirements of the administration    
are, however, more powerful (or, at least, more vigorously asserted) and 
immediate than the needs of the students and tend to be satisfied before the 
demands of students.  The increased demands of the administration are 
discussed further in Chapter 4 Stories of Systemic and Administrative    
Change and Chapter 7 Workload Stories. 
10.4 ECONOMIC RATIONALISM IN EDUCATIONAL PRACTICE 
There is a growing perception of education as now serving economic rather 
than educational ends (Pusey 1994, Collins 1995). As far as education is 
concerned, its relationship to economics is threefold: 
                                                 
11 However, since the election in 1996, the Liberal government has had a woman education 
minister who has presided over major reductions in education spending, so it would be unwise 
to jump to conclusions about the gendered basic support for economic rationalism. 
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1.  Education takes a great deal of the social service budget. 
2.  Education 'feeds' the economy with the provision of skilled workers. 
3.  Education has long been an object of political manipulation. Now that 
political emphasis is on the economy, education is viewed as an      
economic agency. 
10.4.1 Education takes a great deal of the social services 
budget.  
The ideology of economic rationalism requires a) cost reduction, b)       
increased production, c) market control of education delivery. 
(a) Reducing the cost of education. 
The major cost of education is teachers' salaries. There are three ways to   
reduce this cost: 
1. Reduce the size of the work force. 
Employing fewer teachers is a major saving. Salaries and associated costs    
form the largest percentage of the education budget. The simplification here    
is that fewer teachers result in reduced salary expenditures and a reduction     
in the costs of administrating pay rolls and superannuation. In brief, fewer 
teachers means less salary and on-costs and more money. 
2. Increase the work performed by teachers. 
(i) Larger classes 
The management sees this as a productivity improvement since they       
achieve 'more students per dollar'. Larger classes are an obvious economic 
advantage since they require fewer teachers. If subjects do not reach their   
target enrolments they are not held. Also, if most classes in a school are     
larger then the organisation is much simpler because there will be fewer 
options and therefore timetabling and room allocation will be simpler.  
(ii) Some teachers teach more hours per week 
Again the advantage is economic; fewer teachers are needed, but there are    
also the administrative savings of dealing with fewer teachers. 
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(iii) Extension of the school year for teachers  
Again the economic saving is predominant with more work for little or no, 
outlay. 
(iv) Mainstreaming of students with problems 
This reduces the number of 'special' classes, special teachers and indeed    
special schools required for students with special needs, with consequent 
financial savings. 
(b) Changing educational policy 
1. Increased 'flexibility' (a key word in the economic rationalist lexicon)   
in the work force through multiskilling, involuntary transfer and 
increasing the numbers of temporary teachers. 
(i) Multiskilling of teachers; teachers are encouraged to be more      
versatile in the subjects they teach. 
Multiskilling allows for simplification; one teacher can teach several       
subjects which eases timetabling and allows more flexibility in courses    
offered and greater responsiveness to student demand. Multiskilling of 
teachers also reduces recruitment needs and reduces employment add-ons   
like superannuation, holiday and long service all of which are costs to 
employers. However, multiskilling generates complexity for the teachers 
because they have to prepare, mark and teach in several areas including     
areas where they have no expertise. Teachers find it particularly difficult   
when they are moved to teach age groups for which they have little or no 
training. It is not uncommon for teachers to be moved between the primary and 
senior secondary sectors. 
However, from the management perspective, multiskilling avoids non 
productive time. It is interesting to note that Bluer and Carmichael (1991 :      
24) describe multiskilling as 'training on the job'. However, for teachers 
multiskilling means trying to persuade already hard pressed colleagues to   
help you. Generally, teachers do not see other teachers teaching so it is   
difficult to be trained 'on the job'. In my time in colleges and during this 
research, I have not heard of any teacher obtaining anything other than 
informal help from other teachers as part of the process of becoming 
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multiskilled.  However, this burden of informally helping other teachers     
adds to teacher stress (As Chapter 9 Stories of Teacher Stress demonstrates). 
ii) Involuntary transfer of teachers 
Involuntary transfer simplifies the administration's task; teachers can be  
moved geographically to hard to staff schools. This again increases flexibility 
and this reduces costs as teachers do not need additional allowances to 
encourage them to teach in such schools. 
iii) More temporary teachers 12 
Having a 'pool' of largely female teachers to call on who are not permanent  
and hence do not have to be found a position is a means of simplifying the 
staffing situation at a greatly reduced cost. Also, such teachers generally do  not 
seek promotion and therefore reduce pressure for the scarce resource of 
promotion positions. Female teachers are also more likely to accept (or     
desire) part-time work. This again is a cost saving mechanism for the 
administration. 
(c) Opening education to market forces 
If educational expenditure can be contracted out to private enterprise the 
government can seek to reduce educational spending. This can be achieved   
by, for example, outsourcing school maintenance contracts. Parents have to   
pay increasing levies and 'user pays' policies can disadvantage students      
from lower income families. Unemployment is high in Tasmania and 'user 
pays' precludes some students from some activities. Less obviously, the    
public education system can be 'starved' of funds relative to the private    
sector, making private education more attractive to parents because of lower 
student-teacher ratios.13 
10.4.2.  Education 'feeds' the economy  
                                                 
12 Temporary teachers in this case mean teachers who are appointed for a term or sometimes 
for several years, at the end of each term or year, there is no requirement from the Education 
Department to find them another post. Permanent teachers will always be found some post 
(although that post may be unsuitable because of the requirement to teach outside the    
teachers' areas of expertise or because the geographical location of the school might mean      
that the teacher is forced to re-locate). The Education Department also employs casual    
teachers who teach for certain hours or days when the regular staff are absent from school. 
13 This is a complex issue as, for example, private schools are also widely subsidised by 
government. 
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Education has long been seen as providing the ‘raw material’ of the work   
force as many writers have explained-see for example Ball (1990), Clark and 
Ramsey (1991), Dale (1989), Hargreaves and Reynolds (1989), Lingard, Knight 
and Porter (1993), Marginson (1993), Pusey (1991). The rise of the economic 
rationalist ideology has threatened the existing view of education held by many 
teachers.  In a climate of concern over unemployment and a search for the 
solution to economic difficulties it is easy to see that parents and  employers, as 
members of the general public, would believe that getting a      job and 
developing skills would be of paramount importance. These   employed young 
people would then become part of the solution to the economic ‘problem’.  
Some of the recent changes in education, such as criterion based assessment, 
are based on the belief that what a student’s skills achievements should be 
recognised by certification.  This simplifies things for employers who will 
presumably know what a student can and cannot do.  It will also expected to 
simplify the transference of skills from job to job. However, as Barcan (1990 : 
33) points out, 'skill' is difficult to conceptualise and is open to debate. To  
assess skills, 'criteria' are developed. These 'criteria' provide a simplified 
description of the skills and abilities required at each level of schooling.  
Criteria have been designed to solve the problem of describing       
achievement. Courses are written for varying levels of ability (see Chapter 6 
Histories of Behavioural Studies Subjects and Appendix 2 for more detail         
of criteria). This prevents students who previously might have left school at    
16 from failing.  Usually each subject has ten criteria. Below is an example of 
varying levels of assessing criteria; the subjects move from most difficult to 
least difficult. 
Behavioural Studies 816 Criteria 9. 'Act autonomously in the design and 
completion of individual investigations'. 
Behavioural Studies 815 Criteria 9. 'Design and complete individual 
investigations'.  
Human Interactions BH 713 Criteria 9. 'Demonstrate the ability to research and 
interpret information about a selected social issue'. 
Human Interactions BH 712 Criteria 9. 'Demonstrate the ability to collect 
information about a selected social issue'. (Tasmanian Schools Board 1992) 
There are in fact fifty available courses under the Behavioural Studies umbrella 
(see Chapter 6 Histories of Behavioural Studies Subjects) each with their own set of 
criteria, the interpretation of which significantly   increases and complicates 
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teacher workload. However, the rationale is that employers will know precisely 
the abilities of the people they employ. As  most teachers find it difficult to 
comprehend the complexities (and the distinction between) all the levels of all the 
subjects offered in grades 11 and  12, it is unlikely that employers will take the 
time to match their  requirements to the competencies of the students. It seems 
more likely that informed employers will demand passes in pre-tertiary subjects 
because it would take too much time to do otherwise, and because, in a situation 
of     high youth unemployment, employers can demand highly educated   
employees even though the employment tasks may not require such achievement 
levels. 
More fundamentally, Kennedy (1995 : 158) questions the relationship between 
education and economic growth: 
The value placed on higher educational standards for all young people has 
been a constant theme of policy rhetoric throughout the  1980s. Yet Levin 
and Kelly (1994) have recently pointed to the limitations of studies that have 
sought to draw relationships between  test scores as the independent 
variable and worker productivity and earnings as dependent variables. 
My analysis of the situation is that what is needed is an educated work force.  The 
government response has been to provide a certified work force.  In the desire to 
have an educated work force, the ideology of economic rationalism and of 
educational practice are in synchronization.  It is the implementation which has 
failed.  Policy makers and educational administrators have mistaken the ‘quick fix’ 
for an educational solution. 
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 10.4.3.  Education has long been an object of political 
manipulation 
The most striking current example of political manipulation in Australia by   
the Federal Government is the increase in the retention rate. This increase, 
notwithstanding its educational value, significantly reduces the numbers of 
people who are designated unemployed. This simplifies the unemployment 
situation for the government. Education is 'a good thing'. For students and their 
parents, if the young cannot get jobs, at least they can obtain a better education 
which may in the end lead to a better job. Whilst they are in      school they can 
also be gaining work experience or undertaking       vocationally orientated 
courses with credit transfer to TAFE. Schools can be encouraged to develop a 
large range of subjects so that students can be   'slotted in' to the 'appropriate' 
syllabus. These courses may be valuable, but they also ease the pressure to find 
more jobs. They are an educational     solution to an economic problem.  
10.5 DISCUSSION 
Economic rationalism leads to a mode of thinking at the managerial level      that 
stresses inputs, outputs and outcomes. I would argue that this managerialist 
approach confuses outcomes with outputs.  Describing          outcomes , Ashenden 
(1985: 5) writes:   
Indicators of outcomes have included, for example, student      
attainments, the number of students completing a full schooling, 
graduation rates, and the proportion of the work force with recognised 
qualifications. 
I would argue that these outcomes should more accurately be termed         
outputs : the quickly and easily assessed criteria by which politicians and 
educational managers judge the education system. Outcomes 14 are more 
general and more difficult to measure. Crittenden (1995 : 29) describes the 
outcomes of a liberal education thus 'It is more centrally concerned with  
 
fostering the intellectual, moral and aesthetic values that enable us to live a 
worthwhile life as individuals'.  
                                                 
14  For a further discussion of the risks and benefits of outcomes see Mc Gaw (1995 : 84-85) 
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It is a finding of this thesis that most teachers are concerned with the     
students they teach. They are concerned with them as people, as       
individuals. They take a personal interest in many aspects of their students' 
private lives. Teachers often know about family circumstances, who is      
dating whom and who is working where. They tend not to say, 'I did well     
last year I had ten students with excellent marks'; they are more likely to      say, 
'they did well in the exam'. This attitude of care and affirmation sees students  
as people rather than commodities. 
If the output rather than the outcome model is followed, then easily      
recognised methods of evaluating outputs are likely to be emphasized.  This    
is seen in the competency debates.15 The Federal Government instituted the 
Finn, Carmicheal and Mayer Reports in 1992 and 1993, of which Henry and 
Taylor (1994 : 1) write:  
Underpinned by a mix of utilitarian and {a} utopian assumptions, the 
reports combine an explicitly instrumental 'human capital ' approach     
to education and labour market reform aimed at improving       
Australia's skills base.  
These reports resulted in a series of committees to specify particular 
competencies. The Finn Committee (1991 : 57-58) argues for 'key    
competencies' in the area of language and communication, mathematics, 
scientific and technical understanding, cultural understanding, problem 
solving and personal and interpersonal skills. The emphasis was to be on       
the capacity to 'do' something rather than the capacity to 'know' something. 
Competencies are translated into very specific 'criteria' for measurement       
and evaluation purposes. Concentrating on criteria may have advantages 
because the application of clearly specified criteria makes results appear     
more straightforward and give a sense of achievement to the manager. The 
problem is not the use of criteria; the problem is the perception that using 
criteria in this manner will provide a cheap and quick ‘fix’ for the problems     
of education and the economy. It is the managerialist method of judging a 
situation. It is a relatively simple solution, a solution that can be 'managed' 
according to a formula. Measurements are more easily developed for     
outputs.  
                                                 
 15For more on competencies see Ashenden (1990), Carmichael R)eport (1992), Bluer and 
Carmichael (1991), EPAC (1992), Finn Report (1991), Foley (1993, Henry and Taylor (1994), 
Hughes (1992), Johnston (1992), Mayer Report (1993), Moran (1993). 
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Technical solutions tend to be amoral. They tend not enable people to    
consider aims but only means and ends. Too much emphasis on technique       
in education changes the meaning of our actions. Teachers and students are  
not thought of as individuals by the educational administration but as units    
of production and consumption in the broader economic sphere. The       
danger for teachers and students is that skills and criteria will be seen, by 
policy makers, not as a useful additions to the education of our young people, 
but as the main function of post-compulsory education and this could have   
long lasting effects upon the quality of education in Australia. Skills        
training may be acting as a sop to the young students and their parents, in   
effect saying to them: 'It is not possible to give you jobs, but while you are 
waiting we'll train you so you will be using your time productively'. But      
they are being trained during time that could be spent in being educated. 
Training in skills does not produce jobs; employers frequently want to do   their 
own training and training often does not take long and retraining       might 
need to be undertaken quite frequently,16 and with even greater frequency as 
the rate of change increases. 
I am using training to mean that students are taught how to carry out   
functions and activities which are pre-determined and systematically used. I 
am using education to mean a situation which primarily encourages        
students to think and to question. Education does not always lead to one      
pre-determined ‘right’ answer. Education involves higher order thinking: 
analysis, classification, synthesis and evaluation. As Thomas (1993: 105)    
points out : 
(although) education levels are positively related to variables which are 
themselves indicators of economic development, yet there is no direct 
linkage between education levels and economic development. On the 
evidence of the past 24 years it appears that the countries experiencing 
higher growth rates are those which combine high investment levels and 
large education outlays with a set of supporting domestic policies. These 
policies are revealed by substantial factor productivity gains, which are 
especially related to openness to the international environment. There is 
evidence that specifically vocational training is a less efficient use of 
public education resources than generic or 'academic' education.  
                                                 
 16  As in the (apocryphal?) story of IBM preferring to appoint classics scholars with good 
degrees rather than computer experts.  
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I would suggest that all 16-18 year old students are encourages to take 
academic courses for as long as possible.  This would include remedial and 
individual tuition for some students.  When motivation, interest and ability 
levels are such that further academic courses are counter productive then 
students should be encouraged to take industry based training. 
The power of politicians and industry leaders is such that their 'definition        
of the situation' (Thomas 1972 : 331 ) becomes reality. To be fair, there are   
many argument in support of their view. Writers in public administration     
and management like Hughes (1994) and Wanna et al (1992) have argued 
extensively for the necessity for a change in management styles. However,  
even Wanna warns that not enough attention has been given to review          
and evaluation of these new management practices. My research provides 
evidence for managers as to the effects their changes have on teachers and 
students. Teachers and educators feel they are increasingly losing power. As 
Marginson (1993 : 56) writes 'Education is now seen as a branch of        
economic policy rather than a mix of social, economic and cultural policy'.      
As Seddon (1991(b) : 81) also points out: 
The critical issue is not what knowledge or competencies to pre specify 
and standardise, but how to create an organisation of work and enhance 
the development of the teachers' powers in ways which allow those on 
the ground to judge the important emergent developments in education, 
work and society, and to integrate those developments in a changing 
practice of work so that they can work with effect in changing 
circumstances.  
Teachers and educators lost control, in part, because they were unable to 
defend their practices in anything but liberal, 'wishy- washy' language. 
Goodson and Hargreaves (1996 : 37) explain that there was a perception that 'A 
profession which could not make explicit the scientific basis of its knowledge 
and practices was no profession at all'. Part of the difficulty is that education is 
a complex process. Traditionally, educators have used many teaching methods 
and, perhaps, they have been perceived to be uncertain about their methods.17 
In management terms they do not deal with consistent methods of production 
but instead adapt methods to suit students' individual needs. This is seen as 
allowing or encouraging variance in the production process which is seen as 
necessarily a bad thing in conventional management terms. This flexibility has 
                                                 
 17  See for example the debate between 'formal' and 'progressive' teaching Bennett (1976) 
 324
been perceived as a weakness by politicians and policy makers. Marginson 
(1993: 35) explains that: 
As long as pluralism is the basis of system organisation in formal 
education, there is no necessary conflict between liberal education and 
human capital economics: pockets of education-as investment can co-
exist with a predominantly consumption based system. But to the    
extent that it colonises policy and influences the general organising 
framework of education, human capital theory can marginalise and 
undermine these other practices.  
This suppression of other views, whilst educationally indefensible, does      
have the advantage for policy makers that it provides simplicity and       
reduces variance. Instead of the numerous debates that intrigue   
educationalists - indeed this questioning is part of their professional     
expertise- policy makers are able to adopt one 'rational and scientific '18    policy 
which they claim will provide students and their parents with what  they want, 
produce future workers and benefit the economy; all of course,       at less cost. 
 
 
 
 
 
 
                                                 
18  As Marginson (1989:30) puts it 'Neo-classical economics has the credibility of a science and 
the power of numbers...It is also able to establish a large zone of fact difficult to challenge, and 
suppress ethical and political choices while advancing its own view of the world, by the 
distinction it makes between positive and normative economics'. 
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SECTION B: THE PROFESSIONAL IDEOLOGY 
10.6 THE IDEOLOGY OF THE TEACHERS: THE CULTURE OF CARE 
In this section of my thesis I discuss how these teachers try to maintain their 
professional identities in the face of overwhelming change, I explain the 
importance of ‘care’, examine how these teachers ‘cope’ and how they use 
humour to deal with untenable situations. 
The ideology of teachers is closely related to teachers' work and teachers as 
professionals (Connell 1985, Goodson and Hargreaves 1996, Hargreaves     
1994, Maclean and McKenzie 1991 and Seddon 1996). Teachers are  
professionals in a different way from doctors and lawyers. They do not    
choose their 'clients' in the same way of doctors and lawyers who can refuse 
cases; they do not consult with 'clients' on a one to one basis but, rather,        
deal with groups of children or young people; their 'clients' are not adults     
and the relatively low status of their 'clients' affects the status of teachers;    
they are not paid directly for the individual work they do for their 'clients'    
but, rather, they are paid a fortnightly salary. For these reasons, teachers, like 
nurses, are often called 'quasi' or 'semi' professionals. Section C of this     
chapter looks at the further deterioration of the professional role of the   
teacher.  
The ideology of the teachers in this study permeates the stories which          
make up Chapters 4-9 of my thesis. Most teachers in this research are   
primarily concerned with teaching. They have feelings of commitment  towards 
their students and their subject areas. They cope with change in an endeavour 
to protect their students. A feature of change in the last ten years    is that these 
teachers are finding it increasingly difficult to do their job.      These increased 
difficulties are, to a minor extent, due to changes in       students because of 
increased retention. Teachers in this research   acknowledge the legitimacy and 
desirability of these changes. However,    other structural and ideological 
changes have made their jobs more        difficult, and some teachers contest the 
defensibility of these changes  especially in their economic, custodial and 
selective aspects. Whilst the      policy makers emphasise the economic, the 
teachers emphasis the       relational, the interactional, the ideological. My 
research shows that  
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overwhelmingly the teachers in this research care for their students and want their 
education to be rewarding and fulfilling on an individual level.      Rebecca says 'if 
school experience is obstructive and alienating then I think perhaps we have failed 
and carry the awesome responsibility of that failure'. Generally, teachers feel 
responsibility towards their students and feel guilt if they cannot carry out that 
responsibility. Their relationships with their  students are personal. Hargreaves 
(1994 : 144) deals extensively with the question of guilt and specifically relates 
guilt to care, 'Depressive guilt is at     its most intense, perhaps, when we realize 
we may be harming or neglecting those for whom we care, by not meeting their 
needs or by not giving them sufficient attention'. Hargreaves emphasises guilt as a 
teacher response to      the enending demands of teaching and the experience of 
many of the     teachers in this research is similar to the responses of Hargreaves 
teachers. However, a detailed analysis of the responses of teachers in this research      
also indicate that anger is a frequent response.  For example, sentences       taken 
from some of the extracts which appear in full later in this section indicate the 
anger which these teachers feel towards both the school and systemic 
administration: 
JILL :   They know they just don’t care. They just don’t give a damn. SARA :   
Bureaucracy gone mad!  
SUE:   I go home very angry often because of everything extra we have  to 
do'. 
JO :   They haven't done anything about it though! 
The usual response is for guilt is be internalised and personal whilst anger       is 
more likely to be externalised and interpersonal. The social aspect of       anger 
increases the likelihood of teachers receiving support from other  teachers and of 
their anger being seen by the system administration.     However, in my research, 
anger has been hidden because of control factors, demonstrated in Chapter 5 
Stories of Teachers and Control, and because, as Clandinin and Connelly (1996 : 
28) write, ‘The story of school and the school stories kept the teachers’ stories silent 
as they lived and told a cover story’.  Teachers are expected to present a 
‘professional’ and united front and this also protects their students from 
uncertainty and disunity. 
10.6.1.  A culture of care 
When I investigated aspects of care, I was originally drawn to 'care' as seen          
by some feminists for example Sandra Acker's (1995) review of feminist and    
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other approaches to women and caring. She writes particularly about women 
teachers caring for their students and also notices that the teachers in her study 
care for each other. I am grateful to Hargreaves (1994 : 145)19 for alerting me to the 
fact that care 'has many possible meanings'. As I read and thought of caring, I 
came to the conclusion that there are several layers and interpretations of care: 
• 'Feminine' care:- Care as an extension of the familial. 
• Professional care:- The care of teachers who chose their profession and have 
been socialised over a long period of time by their colleagues into a tradition of 
caring. 
• Administrative care:-The care expected of a person occupying a position such as 
teacher in loco parentis. The concept of 'duty of care' would be in this category. 
• Contrived care:-Such as demonstrated by the story of the birthday cards in 
Chapter 9 Stories of Teacher Stress. 
• Personal care:-The care which teachers and teachers, and teachers and students, 
develop when they interact with each other and choose to spend non formal time 
together. 
• Responsible, structural care:-The care which teachers feel management should 
have for them. 
Teachers in this research believe that 'contrived care' is taking the place of 
responsible, structural care. They feel that professional, feminine and personal 
forms of care are being undermined. Increasingly, the ideology of the 
administrators and the teachers fail to mesh. This can be demonstrated by looking 
at the way teachers in this research expect the administration to deal with them, 
and how the administrators expects to deal with the teachers. Teachers believe that 
the administration should care for them: 
JILL :   They know they just don’t care. They just don’t give a damn 
RUTH :   No they don’t, I think that is quite right. 
JO :   And I feel that if that were different, if, as I used to, feel like people 
who were actually running education in this state knew what  
                                                 
19  See Hargreaves (1994 : 145) for a detailed account of care amongst elementary school 
students and care as a major condition for 'guilt traps'. 
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they were doing and really genuinely appreciated the work that we did, I 
would give that bit extra that didn’t have anything to do with money, like I 
used to, but I don’t any more. (FG2 53.02) 
This extract dramatically displays the teachers' expectation of care, of an 
expressive response from the administration. When they realise that an expressive 
response will not be forthcoming, and that, rather, they are being treated 
instrumentally by the administration, they withdraw their goodwill because 
goodwill is an expressive response to a situation. ‘Goodwill’ is all   those extra 
tasks which teachers do to make life easier and more enjoyable for students such 
as transporting them in their own cars to sporting and social events. This 
perceived lack of care is generalised and blamed for the lower esteem in which 
teachers in this research saw themselves as being held in the general 
community:20 
JO :   You don’t get backed up. There is just constantly this feeling that you 
are hung out to dry, and the people in positions that could do something 
about it are just not. They are sitting on their hands and worrying about, 
you know, profiles, or some new thing and then there are more new things 
coming down with more money. 
SARA :   Bureaucracy gone mad!21 
SUE :   I mean if they cared! 
JO :   They can be good ideas in themselves but... 
SUE :  I just don’t think that support is really there because if they really 
cared they would do something about the stereotype that the community 
has of teachers that we finish at three o’ clock. I mean we don’t even finish 
till four. We start at eight teaching, and then we have all these holidays and 
they think we finish at three, and we don’t have anything to do. I mean how 
many other jobs would we love to have and know that we are finished at 
five or six o clock and never have to another thing and go home? 
SARA :   Yes  
It is interesting to note the findings of Pierce and Molloy (1990: 336) that 
government teachers find 'the attitudes of their employer (Ministry of   
                                                 
20 In 1996, when teachers went on a series of rolling strikes for wage parity with mainland 
states, there was overall support, in newspaper reports and letters to the editor, for their  
actions from parent organisations. 
21 'Describing the bureaucracy as an outdated, wasteful and ineffective means of delivering 
quality education, he called for its abolition as the instrument of administration and  
governance of schools.' A personal submission to the Department of Treasury and Finance 
from a high school principal Mercury (2.5.96 p.25).    
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Education), and the attitudes of parents and the community to be greater 
sources of stress than do teachers working in non government schools'. For 
their part, teachers have failed to explain the impact of change to the  
managers. They have indicated their concerns to the senior staff in the    
colleges but they do not pass them on to the Education Department because    
to do so would imply that the senior staff in the colleges were not coping     
well with change and this could affect their further advancement or make   
them seem inferior to other senior staff in other colleges. 
There is consequently a marked lack of communication between ‘ordinary’ 
teachers and the Education Department. Kemmis (1990 : 114) talks of 'the 
tension between educational values and administrative values, and        
between the practices and interests of professional educators and     
professional administrators'. Principals or senior college staff nearly always   
act as mediators between the teachers and the Education Department. They   
are in the position of 'marginal men'22 because they used to be 'professional 
educators,' but now their situation leads them to the position of       
'professional administrators'. Yeatman (1993 : 43), describes the current 
expectations: 'principals are now expected to be facilitators, communicators, 
team leaders, instructional leaders, and so on'. The Education Department 
administrators are not concerned with what they perceive as the minutiae        
of the day to day running of the colleges. The result is that the teachers carry  
on 'coping' without the administrators being aware of many of the       
problems. This 'coping' is a feature of the professional orientation of       
teachers (Woods 1973). They are not trained or experienced in 'putting their 
problems in a memo' which is what managers would expect. 
I now believe that this 'coping' which teachers undertake is a serious      
strategic mistake. As long as teachers 'cope' managers will let them cope. 
However, teachers are becoming increasingly worn down by coping.    
Teachers believe they are protecting their students by coping, but in reality 
they are encouraging further rationalisations as the initial  rationalisations seem 
to be successful. 
Teachers expect to give and receive care. Managers expect bureaucratic 
responses (not 'moaning' teachers). Managers respond to inarticulate  
rumblings from the staff by more bureaucratic control (see Chapter 5 Stories   
of Teachers and Control). Teachers respond by trying to escape the situation: 
                                                 
22 See Manis & Meltzer 1972 : 169) for a discussion of marginal man. 
 330
SUE :   I loved my job, I don't love my job any more I would do   
anything to get out. 
SARA :   Yes, I think that is a general feeling. 
SUE :   I want to find where it is I want to go. I'm not just going to hop off 
like a lot of our friends and they are quite happy and they have. 
I'd say 60% of our friends aren't in there any more.  
CE :   So have a lot of people left? 
SARA :   Oh yes and if they could leave, they would leave. It is a 
question of finding something else, but this being Tasmania it is very 
difficult to find something else, so people are quite often trapped.      
(FG2 53.02) 
Bruce and Cacioppe (1989 : 77) found that 40% of the resigned teachers they 
studied moved into teaching in the private sector. This suggests that these 
teachers were not disillusioned with teaching as such but more likely with     
the government educational system. 
The 'human capital' investment desired by the policy makers fails to 
acknowledge the needs of individual students and the efforts of individual 
teachers to satisfy those needs. In this research the teachers expressed the    
view that it was now impossible to satisfy the needs of all students. As      
Gwen says, 'Oh God! Impossible, it can't be done in one institution. Too      
wide a range at the moment, especially with inclusion kids'.  
The economic planners seem to see students as so many units to be     
processed, fill them up with this knowledge or teach them these skills and   
they will obtain jobs to keep themselves and also add to the economic well 
being of the country. Teachers, on the other hand see it as part of their 
professional raison d'etre to not only to train but to educate and to care for,    
and about, their students. The aspect of care has assumed major importance    
in my thesis (see Chapter 4 Stories of Systemic and Administrative Change   
and Chapter 9 Stories of Teacher Stress). Teachers in this research believe     
that the changes they have experienced denote reduced care for their     
students and reduced care for themselves. 
The core category of this research is the competition between the ideology of 
economic rationalism espoused by the administration and the caring 
professional ideology of the teachers. Chapter 4 Stories of Systemic and 
Administrative Change have indicated the exasperation which some teachers in 
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this research feel towards the administration. Chapter 9 Stories of Teacher 
Stress indicate how hurt some teachers felt about this lack of care on the       
part of the administration.  I had thought that care was from the teachers to    
the students. I now realise that teachers want a climate of care in the school      
or college as a whole. That climate of care is, ideally, to be experienced by the 
whole school or college community. In this respect it is noteworthy that the 
three teachers in the research from private schools said that their schools    were 
particularly caring. It seems that in the state colleges the breakdown in the 
ability to provide a climate of care, which includes providing a caring situation 
in which teachers work, is a major factor in the increase in dissatisfaction and 
increasing stress levels among teachers.  
One of the coping mechanisms used by teachers is to tell each other stories 
which demonstrate how inept the administration is when compared to        
their own practical abilities. This technique affirms the teacher whilst    
belittling the administration. For example, Sue notes the inability of a        
senior staff member to relate to students: 
SUE :   Or he would go 'You did what!' I mean like my vice-principal 
with that student I had who was an alcoholic 'You drank what? What 
else do you drink?' 
Argh I am sitting there thinking I can't believe this man and he is    
saying 
'What does that taste like ?' (FG2 113,10) 
There are, however, real problems created when the administration fails to 
discover what the teachers think and when the teachers fail to voice their 
concerns to the administration: 
JO :   I am actually English, English is my major I kind of ended up in 
Psych originally way back as an Education Department mistake. I was 
called the wrong name for the first few weeks of my teaching 
appointment 
NANCY :   You were there as somebody else? 
JO :   I was there as somebody else 
They thought I had a Geography/Sociology major. 
The principal said 'Hello so and so 
I said 'No'  
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He said 'You have a Geography/Sociology major?' 
I said 'No, History and English' and that first year I taught three          
pretertiary classes of Psychology. That was followed by pleurisy and 
pneumonia. (FG2 06.59) 
Buce and Cacioppe (1989 : 76) have similar findings, when investigating       
why teachers resigned from government secondary schools in Western 
Australia, they write that 'one of the most significant findings was the 
perceived lack of competence of the principal in administrative skills such       
as decision making, staff support and general school management'. The 
teachers' commitment to coping to protect their students means that    problems 
and issues only emerge for the administration as individual crises which the 
administration then has to 'fix'. The attempt to fix the problem         is, 
ironically, then read by the teachers as another instance of poor administration: 
a band-aid solution to what they perceive as a systemic problem, a lack of care 
and concern for both teachers and their students: 
SUE :   Yes but that is what I find with the whole education system now, 
it is not preventative, they just stick the band-aid on after it happens. 
NANCY and SARA :   Yes. 
SUE :   Whether it's with the writing of the syllabus or anything like that, 
that is what they have done all along haven't they?  
'Oh, that’s a mistake we'll fix that up here.' 
JO :   They haven't done anything about it though! 
SARA :   No, they haven't done anything about it. I am not defending 
them. 
JO :   No, no God forbid! 
SUE :   I don't think anyone in their right mind ! 
JO :   No one politically correct would do that! 
SUE :   Actually, when I have my nervous breakdown I might!  
Just bring chocolates. (FG2 45.19) 
This use of humour, as in 'when I have my nervous breakdown', is        
prevalent throughout the focus groups and interviews and is a means of 
dealing with  an untenable situation. Giddens (quoted in Blackmore 1993a :   
15) writes that 'Humour is used socially both to attack and to defend against 
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forces that cannot otherwise easily be coped with'. As Walker and Goodson 
(1977 : 215) point out, 'Oppression seems a fertile ground for humour'.  
 
SECTION C: THE DEPROFESSIONALISATION OF TEACHERS 
10.7 TEACHERS FEELING DEPROFESSIONALISED BY NEW MANAGEMENT  
A major consequences of the overlaying of economic ideologies on teachers’ 
professional ideologies is the deprofessionalisation of teachers.  When any 
profession or semi-profession has their taken for granted assumptions 
challenged the members of that group tend to feel threatened.  Teachers are 
feeling threatened by management.  They would like the situation to be one    
as described by Redican (quoted in Ozga 1988 : 157 ) that 'management has no 
other purpose than to facilitate the creation of the most effective 
teaching/learning situation'.  However, the reality is that new managers are not 
expected to know about subjects, nor are they expected to care for individual 
teachers or students or follow a professional teaching ideology, instead, as 
Blackmore (1993(b) : 43) writes: 
The multiskilled manager is expected to possess a package of generic 
skills and competencies which allows him or her effectively and 
efficiently to 'manage' any field of administrative activity. The best 
attribute of such a manager is lack of personal commitment to, or 
experience in, the field of activity. 
Teachers in this research are finding that this new managerialism results in    
the devaluation of their professional expertise (although their expression is   
not formalized in the manner of my thesis).  Teachers talk of specific    
situations, for example they point to people being appointed to     
principalships in senior secondary colleges, when all their previous    
experience has been in primary schools. The ideology that a manager can 
manage any organisation is at odds with the teachers' belief that a manager 
needs experience with the age group they are to manage. They see now that  
the role of principal is managerial and no longer professional. 
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10.7.1 Management is central 
Administrators do not want their teachers to have professional autonomy 
because, as Porter (1991 : 34) writes: 
it stands in the way of award restructuring based on a tight     
codification of teachers' so-called 'skills'. The industrial restructuring 
framework...runs the risk of undervaluing the importance of    
intellectual work - the creative and imaginative energies 'human    
service' workers have invested in their work - and the human     relational 
nature of 'human service' occupations.  
The management style which has been adopted in the Tasmanian          
Eduction Department is modelled on that adopted by the Australian       
Federal Government of 1983, which, in turn, had its origin in the 1978 Civil 
Service Reform Act in the United States (Bessant 1995:59-60). However,       
from my research, it seems that management now sees itself as the centre of  
the system, while the activities it controls are seen as being on the       
periphery. As Marceau (1995 : 118) points out, (talking of the management of 
universities), 'Once intended for the implementation of agreed educational 
policies, it instead determines the agenda'. ‘Management’ assumes a life of      
its own, becomes increasingly powerful and ‘invades’ teaching because the 
professional authority of the teacher is undermined. This ‘invasion’ takes   
many forms but one of the most obvious is the demands it makes on     
teachers' time. The demands of management are often immediate and 
communal (meetings involve groups), so teachers cannot prioritise and    
decide which call on their time should take priority. 
10.7.2 Meetings are more important 
• New managers have to show they are managing:-call meetings. 
• New courses need curriculum development:- call meetings. 
• The implementation of Tasmanian Certificate of Education (TCE)             
needs explaining:- call meetings. 
• The introduction of Criterion Based Assessment (CBA) needs explaining:-  
call meetings. 
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BRIAN :   All those blooming seminars we went to on how you    
organise your mark book. There would be a half hour seminar on       
how you set up the bloody results. Jesus Christ! 
RUTH :   And none of that was any good anyway. (FG1 56.02) 
These meetings take priority over teaching, preparation and marking.      
Indeed, teachers in promotion positions have told me that they consciously    
try to teach non-pre-tertiary subjects because they know that it is not so 
important to those students if they miss classes to attend meetings and non   
pretertiary classes have far less preparation and marking. 
The Education Department is not concerned with the development of 
individual students, but with the students en masse as a product. Similarly,    
the department is not concerned with discriminating on the basis of  
differential teaching ability. Superintendents and principals have stated that 
the department now sees all their teachers as good teachers.23 It bases 
promotion on administrative ability arguing that administration is         
different from teaching anyway and good teachers should stay in the 
classroom. 
10.7.3  Teaching is seen to be devalued 
Economic rationalism leads to a form of managerialism which is concerned 
primarily with the product and not the process of education (Blackmore 
1993(b) : 42).  I would argue that the administration is so involved in 
administering and in cutting costs that sometimes they forget the purpose        
of their administration.  The underlying issue is one of ideology (Rees and 
Rodley 1995 : 2).  The management is committed to an ideology of economic 
rationalism.  The teachers, on the other hand, are striving to maintain their 
professional ideology of caring for their students. 
The impression that these teachers have is that if you want promotion you 
should ignore the students. They note that teachers involved in non       
teaching duties, such as counselling and library work, seem to obtain 
promotion more easily than classroom teachers, because they are more     
                                                 
23  See Holloway et al 1992 who has conducted research into effective teaching in Tasmania. 
Nine percent of teachers were nominated as effective. As far as I know (and I was one of the 
nominated teachers), those teachers received no recognition of their effective teacher status 
from the Tasmanian  Education Department. The Education Department has recently 
introduced a scheme where students and others can nominate teachers for an excellence award. 
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visible to the administration and not ‘locked up’ in classrooms doing their    
job. These people also do not have such heavy loads of preparation and 
marking and consequently have more time to attend meetings and make 
themselves ‘visible’. I am not sure if this implies intent on the part of the 
education department. It may be an unintended consequence of the 
managerialist ideology.  But this perception is serious, both for those who  want 
promotion (because it encourages them to concentrate on    administration 
rather than teaching) and also for the many teachers who do  not necessarily 
want promotion but who feel that their teaching is  undervalued (see Chapter 9 
Stories of Teacher Stress) and who are    constrained from doing their job well 
by the demands of those seeking promotion: 
SUE:   I go home very angry often because of everything extra we      
have to do. 
I also get very angry at those people who are climbing up the ladder who 
create things so they can be recognised and you go home and you have 
all these other things to do and you never have time to do what   you 
need to do and your life is just so narrow.  
The only satisfaction I get is being in the classroom. I love being in the 
classroom because I know no-one is going to come and bug me ask      
me for my help: ask me to do five hundred and fifty things to help      this 
person get Principal somewhere or whatever and never get any feedback 
on it. 
I love being in the classroom; that is where my job is I think. If I had 
wanted another job I would have trained to do something else. (FG2 
55.52) 24) 
This observation reflects the findings of Gitlin and Margonis (1995 : 387)      
who report the danger of a situation where 'everyone has a job that creates 
work for others ...career ladder teachers create work for teachers and limit   
their decision making authority'. As Collins (1991 : 140) writes 'Why stay in   
the classroom if you are a competent professional whose work is frustrated     
by the demands of outside controllers? Why stay in a system which rewards 
controllers rather than those with professional knowledge and skills?' This   
sort of undermining of teaching is one of the reasons for teacher   
dissatisfaction and contributes to teacher withdrawal. 
                                                 
24  This extract has also been used in the Research Methods chapter to demonstrate how I 
generated grounded theory. 
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As well as taking up time, the focus on administration orients the         
'manager' toward the central administration rather than towards the      
teachers in the school: 
BILL :   because I think it's, in this place anyway, regarded, well I think 
generally the administration's regarded with a certain amount of 
cynicism I guess because very few teachers really report that the 
administration sticks up for them and looks out for their interests.     They 
are there as the intermediary between, or for, the Department or  the 
bureaucracy of the Department, in administering policies and so     on, 
but really I think to a great extent the administration is not on the side of 
the teacher and I think that is probably another source of stress, and 
certainly if you look at schools where the principal makes no     bones 
about being on the side of the teacher and does everything he     can to 
support that teacher, or to support his staff, irrespective of what the 
department wants, then I think you find some very happy schools. They 
are few and far between mind you. I think we'll just say like Nottingham 
High where Don Jones is well known for standing up for  his staff, not 
allowing the department to steamroll him, except in a   recent case where 
they did. Middleton Primary is another one, that I  have sort of 
associations with both of those schools you get the feeling that staff are 
happy, well motivated, the schools work well, the kids      are happy in 
the environment all those sorts of things, happy staff,  happy kids!  
Gwen, talking of a principal, also sees that the needs of the department are 
more important than the needs of the teachers. 
GWEN :   He makes really poor decisions where he takes into account 
things like the district office and what will they think; rather than that 70 
or so staff will feel valued, and he will always choose to do what will 
make him look reasonable or responsible to district office. Rather than 
that which will give him a staff that has reasonable morale. So as I say, he 
is a bad decision maker; very poor at getting information in. It is all to do 
with the personality; things like charisma. He does not have either of 
those. You could cope if he were a good, even a pencil sharpener, you 
know a pencil counter. There must be stuff that he does do, but look, 
whatever it is it is nothing that we as a staff feel is all that valuable 
because we know that there is a lot of stuff that he should and could be 
doing. Perhaps rely on other people to make some decisions and allow 
other people to have input. Which he is not doing because let's say he is 
frightened, he does not trust people and he does not really know who can 
do what really well. It takes him a long time to do that.  
This orientation toward central office is not universal: 
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AVRIL :   There is also the perception at our place that if you do anything 
at all, you won't have the support of the hierarchy, so you    will swim or 
sink by yourself. 
JILL :   I don't actually feel that at Tasman. 
RUTH and BRIAN:   No we don't have the same feeling. (FG1 51.11)  
Some senior staff do all they can to protect their teachers; 
JO :   And like you say, I mean, our principal jumped into the car last 
week to shirt front somebody and I think it depends how hard people 
fight 
CE :   So he fought to keep somebody? Did he?  
JO :   Yes, he was really, really angry because they weren’t consulted  
and he thought that was inappropriate. (FG2 100.29)  
Economic rationalism leads to a form of managerialism which is concerned 
primarily with the product and not the process of education (Blackmore 
1993(b) : 42). I would argue that the administration is so involved in 
administering and in cutting costs that sometimes they forget the purpose       
of their administration. The underlying issue is one of ideology (Rees and 
Rodley 1995 : 2). The management is committed to an ideology of economic 
rationalism. The teachers, on the other hand, are striving to maintain their 
professional ideology of caring for their students.  
10.7.4 Care is undermined 
This research indicates that care is of fundamental importance to the 
professional ideology of the teachers. Care is both personal and structural.  
Care is what they want and expect to give and receive as part of their     
position as teachers. Care involves social and emotional labour,       traditionally 
women's work. As such it is undervalued and underpaid. It is   not seen as 
skilled work; as James (1992 : 504) writes 'The invisibility of      emotional 
labour and its association with family care means that it has ambivalent status'. 
Despite the fact that many teachers are male, administration is seen as 
masculine25 and different from teaching which is seen as feminine (Blackmore 
1993b : 27). However, as Blackmore (1993a : 19) also points out: 
                                                 
25  See also Carter (1993 : 8) who  writes of the 'remote control' of male administrators on 
female teachers.  
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These positions of self interest and altruism, often mirrored as a 
rational/emotional dualism are respectively depicted as 'the     
masculine' and the 'feminine'. This separation is untenable to         
feminist thought which rejects the separation of self and other... 
A feminist perspective of rationality explicitly connects reason to 
emotion.  
This depiction of care and concern being 'feminine' does, however, enable 
management to treat less seriously the concerns which teachers voice to them. 
The teacher quoted below is disillusioned with changes in the state system  
over the past ten years. She highlights the decrease in care as structural: 
JO :   If I had kids I wouldn't have them in government schools. I just 
think it is pretty embarrassing a lot of the time, and it is nothing to do 
with people not trying, or teachers not trying. I think that the     
structures that have been set up, are a joke. They are putting      
enormous pressures under people. I think that our department is      
being run by people with no educational philosophy at all.  Economic 
rationalists have come in and slashed us to the hilt and there is so     
much evidence around to show the relationship between a level of 
resource and a quality of educational output and people try to     
convince you, you know, that chalk and a, and a, chair and a table is      
all you need to produce quality education. Well I mean you know!     
(FG2 36.31) 
Her observation is that the department 'is being run by people with no 
educational philosophy at all'. In this she is mistaken. There is a stated 
educational philosophy. The mission of the Department of Education and      
the Arts (1994 : 4) is to provide the Tasmanian community with high        
quality educational, youth and cultural services. They provide 'educational 
services for students to year 12, enabling them to develop intellectually, 
socially, emotionally, morally and physically and contribute to the social      and 
economic well-being of Tasmania'. This philosophy is, however, disconnected 
from the day to day practice of administrators. Where the     ruling idea of the 
age is economic rationalism, economic rationalism has become an ideology. 
Senior staff in the Department, senior administrators       in the schools, and 
those aspiring to senior positions, take part in 'retreats' where they are initiated 
into the ideology of economic rationalism. With    
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almost religious fervour they become missionaries for the new way26. They 
become known by the place of their retreat, eg 'The Castle' group. Other 
teachers perceive that these 'missionaries' are rewarded for their dedication by 
the support of other members of their group. They also receive the respect of 
those they have converted. Often they are perceived to obtain promotion from 
their seniors27. Teachers are forced to question their taken for granted beliefs. 
As Rees (1995 : 298) writes, 'Reflection on the central features of modern 
economic order, especially its individualism, acquisitiveness and elevation of 
the values of the market to a central social place, will show they are at variance 
with the principles of humanity'.  
10.7.5  Deprofessionalisation 
One consequence of the overlay of the economic ideology is the 
deprofessionalisation of teachers.  Aspects of deprofessionalisation are present 
throughout the thesis, it is deprofessionalising to insist on multiskilling.  It is 
deprofessionalising to be controlled by the possibility of negative sanctions if 
you question the status quo.  As Preston (1995 : 181) argues, we see a situation 
where decisions about teachers and student teachers in relation to such areas as 
competencies are made, not by the teachers themselves, but rather by the 
Commonwealth Department of Employment, Education and Training, this is 
deprofessionalising.  This deprofessionalisation of teachers has been noted by 
many authers.  Walsh (1987 : 148) writes: 
The form that managerialism has taken reflects the balance of forces that 
operate in education. I shall argue that the teachers' claim to professional 
status and autonomy is weakly grounded and has become weaker in the 
last decade.  
Hargreaves and Reynolds (1989 : 200) highlight the move from reflective 
questioning to skills as a key feature of this shift: 
The past emphasis on encouraging teachers to reflect on their      
practices, to question existing educational arrangements and to think 
                                                 
 26 Hargreaves  (1996 : 17) writes that 'many principals, consultants , and cutting edge    
teachers are carried along uncritically by the ecstasy of change'  Similarly, Neil, The Australian 
Magazine  s(10.8.96) writes 'Like the mysteries of some new religion we respect but don't 
understand, we assume the new economic orthodoxy has its own internal logic'. 
27 Those who adopt the ideology of economic rationalism frequently initially start by      
playing a role (Goffman 1959), and ultimately their role playing becomes part of their self 
identity. 
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about alternative educational features (as reflected for example in  
Woods and Pollard, 1987) is rapidly being replaced by a more    
utilitarian focus upon training as the acquisition only of the 'craft 
knowledge' of professional tips. 
Abbott-Chapman et al (1990 : 1) have investigated 'craft knowldge' in their 
Tasmanian research into the Qualities and Characteristics of the "Effective"  
Teacher.  They conclude 'that the restrictive one-dimensional teacher      
typology is misleading and incomplete' and that: 
The most effective teachers are those who can move with ease from     
one teaching/learning situation to another responding with 
understanding to their students' learning needs. They adopt the   
teaching role until it fits like a glove, they are actively responsive to   their 
student audience. 
Abbott-Chapman et al (1990 : 1) acknowledge that 'the most effective teachers 
put on a classroom performance and are aware that they are doing it-the 
dramatic analogy of the role is apt'. However, this adoption of a dramatic role 
is is, I would argue, more to do with the analysis and interpretation of  
reflexive teaching than simply the acting out of tips for teachers.  
There is a concerted movement toward skills as central to education. This 
emphasis has two parts: teaching as a skill and teaching skills to students.   
Both have their basis in the ideology of economic rationalism. Ashenden    
(1990 : 23) writes that there is a perception by some people that much of      
what teachers do could be done by less qualified people: 
As well as advanced skills teachers we need para-professionals, trainee 
professionals, and various categories of clerical, secretarial and 
administrative support workers. In this way teachers would be free to 
concentrate on high level educational work. Their training would 
concentrate on multi-skilling but deep-skilling, in both knowledge of 
curriculum areas and in teaching and learning methods and       
strategies. 
I would argue that to accept Ashenden's notion of skills is to reduce the area   
of 'indeterminacy', a concept used by Jamous and Peloille (1987: 159): 'The 
indeterminacy claim is that there are aspects of one's work that can only be 
learned through considerable practical experience and which can not be 
taught'. This concept is central to a claim to professional status. Once skills    
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are treated as solely a technical issue then they can be routinised and  
controlled by management. Jamous and Peloille (1987: 159) continue: 'The 
technical basis of professional autonomy in specifiable skills will be eroded     
as management is able to proceduralise such knowledge, and, perhaps, 
embody it in machines and proceduralised approaches such as knowledge 
packages'. Teaching as a professional activity fosters indeterminate skills, or 
what Neuman (1994: 9) calls generic skills: 
Thus good teachers across disciplines share key attributes of subject 
knowledge, interest and enthusiasm, clear communication, good 
organisational skills, and interest in students. These attributes describe 
teaching skills which can be seen as generic teaching skills. 
I would argue also that the ability to be reflexive about teaching is an 
indeterminate ability.28 It is not just the move toward skills but also the 
increasing workload that is producing deprofessionalisation. (See Chapter 7 
Workload Stories).  Teachers see what needs to be done and do it, whether   
this be  comforting a student whose mother has just attempted suicide, 
stopping a fight, or giving extra help to a student. However, because of 
increased workload, teachers have fallen into the trap of encouraging the 
administration to specify duties and thereby establish formally what was    
once done informally. This has been brought about because the increased 
workload necessitates dispute of that workload, with the resultant    managerial 
solutions on the part of the administration and possible work to rule on the 
part of the teachers. Walsh (1987: 148) thus writes that 'The   teacher-employer 
relationship is to become one of exchange rather than of trust'. This is a form of 
deprofessionalisation.  
One response to this situation is the call for increased professionalism by 
teachers.  However, as Hargreaves (1994: 14-15) points out, however, that call 
may merely seduce teachers into increasing their workload: 
Two of the main explanations [for the teacher's current role] are those    
of professionalization and intensification. Professionalization   
emphasises changes in and extensions to the teacher's role that signify 
greater professionalism. In this position, teaching is seen as becoming 
more complex and more skilled with teachers being involved more in 
leadership roles, partnership with colleagues, shared decision-making 
and providing consultancy to others in their own areas of expertise. 
                                                 
28 This ability may be heightened by the experience of watching yourself teach as is the case in 
microteaching. 
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A second position points to deterioration and deprofessionalization in 
teacher's work. These accounts portray teacher's work as more routinized 
and deskilled, with teachers having less discretion to exercise their 
professional judgements that seem most suited to their own children in 
their own classes. Teachers are depicted almost like recovering alcoholics: 
needing to adopt step-by -step methods of instruction, or to comply with 
imposed tests and curricula in order to be effective. Overall, teachers' 
work is described as becoming increasingly intensified, as pressures 
accumulate and innovations multiply under conditions of work that fail 
to keep pace with these changes and even fall behind. Under this view, 
the rhetoric of professionalism simply seduces teachers into consorting 
with their own exploitation.  
Teachers, because of their concern for students, still informally carry out tasks 
for the good of the students which are outside their workload but may now feel 
resentful that it is not really their job. The exact specification of tasks for 
teachers is deprofessionalising and, as their professionalism encourages them 
to carry out those tasks anyway, the result can be perceived lack of control, 
feelings of not being valued, anger, frustration and teacher stress. As 
Hargreaves (1994: 15) writes: 
The theoretical debates between professionalization on the one hand, and 
intensification and deskilling on the other are not just matters of 
academic curiosity. They pose absolutely fundamental questions about 
the nature of teachers' work and how it is changing. Is it getting better or 
worse, more skilled or less skilled, more professional or less so? And how 
do teachers feel about the nature of their work and the changes in it? 
How does the way that teachers' work is now structured relate to 
teachers' purposes, to the kinds of people teachers are, and to the 
workplaces in which teachers operate? How does change affect teachers, 
so that they are able or unable to effect change themselves?  
Hargreaves (1994) has documented the rise in the intensification of teacher's 
work. I argue that as well as the intensification brought about by the change to 
an ideology of economic rationalisation many teachers are still trying to fulfil 
the 'liberal' ideology of their teacher education courses and of their vocation to 
teaching. This means that the requirements of economic rationalism overlay the 
'culture of teaching'.  
If teachers strive to  become professionals in Hargreaves' sense (ie going 
outside the classroom to professional development committees etc), they are 
increasing their work and the complexity of their position (see Chapter 7 
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Workload Stories). It is ironic that the things Hargreaves sees as providing 
increasing professionalism-‘leadership roles, partnership with colleagues, 
shared decision making and providing consultancy’- are largely carried out 
outside the classroom! References to the classroom and to teaching seem to     
be strangely lacking when it comes to descriptions and evaluations of 
professionalisation. Is this because effective teaching is so very hard to 
evaluate? Or is it because the teachers' 'clients' are minors and are therefore  
less important? For many teachers, the most important and most rewarding 
thing they do is teach, and yet even writers like Hargraves who are 
sympathetic to the role of the teacher, fail to locate the professionalism of 
teachers in classroom activities with their students.  Could it be that he too 
accepts that activities in public view, like attending courses or meetings, are 
more easily evaluated as professional than the private activities of the 
classroom? 
 CONCLUSION 
The teachers’ perception of the effects of economic rationalism and human 
capital theory on the work of teachers have been set out.  What is at issue      
here is not just the extent of economically rationalist policies, but rather        that 
teachers in this research believe that economic imperatives have       become 
central to decision making. 
I have argued that the application, by management, of economic rationalist 
policies affects teachers by reducing the numbers of teachers in the work     
force and demanding that remaining teachers teach larger classes, a wider 
range of students, work more hours and become multiskilled.  Further, such 
policies, by concentrating on education primarily as a preparation for work, 
have led to lose control of their evaluations procedures. 
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students towards a production model of teaching as demonstrated by larger class 
sizes, increased teaching loads for teachers, teaching outside areas of expertise and 
to some extent criterion based evaluation (although some teachers appreciate CBA 
as an educational tool). 
Central to their feelings of dissatisfaction is a concern that the quality of their 
interaction with their students has declined.  Teachers are teaching more classes 
and those classes are generally larger in size so teachers actually spend more time 
with more students.  However each individual student receives less time and less 
personal interaction.  Teachers blame ‘the administration’ (a term, which when 
used by teachers does not usually distinguish school from system administration) 
for placing them in this situation.  They also resent being placed in situations 
where they are teaching subjects outside their area of expertise and interest; where 
they have to teach classes of students who are just marking-time because they       
can not obtain employment; or where they are required to teach ‘Mickey Mouse’ 
courses and in consequence do not feel confident of their teaching,29.  In such 
situations teachers, uncertain of their subject matter, or uncertain of the behaviour 
of their students, may try to control interaction to prevent students asking 
questions to which they might not know the answer.  They know they are being 
unprofessional but they are powerless to change the situation.  As a consequence 
they experience reduced feelings of responsibility: ‘the administration’ is 
responsible for their situation, they are not responsible.  However, because they 
still hold to the professional ideology which demands they care for their students, 
they nonetheless feel guilty.  Such guilt can be expressed in decreased feelings of 
goodwill towards students and a reluctance to teach some classes.  When this 
becomes obvious to students, they feel that some teachers no longer respect them.  
This might be one factor explaining decreased student motivation, which I discuss 
in Chapter 8 Students in Teachers’ Stories.  Acceptance by students, of the 
teachers, implies trust that the teacher is a professional:  the student trusts the 
teacher to act as a teacher.  As soon as that assumption breaks down teachers can 
not perform properly.  This has an effect on the whole college climate.  It is then 
possible to argue that decreased student satisfaction adds to the decreased quality 
of student-teacher interaction which, in turn, encourages teachers to increase the 
rationalization and routinisation of
                                                 
29 I am not suggesting that the majority of teachers are incompetent.  Usually teachers teach 
classes in which they are proficient.  However, most teachers will now have to teach at least 
one line which they would prefer not to teach for the reasons given in the text. 
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teaching.  The result is a feedback system where teachers’ and students’ feelings 
result in actions which support the thrust for economic rationalism.  Add to these 
interrelational factors the processes affecting teachers which have already been 
examined-the intensity of change; the increased control exerted by college and 
systemic administrators and the dramatically increased workloads and we arrive 
at a situation where teachers, despite trying to maintain their professional 
ideology are  increasingly being constrained to rationalize and routinise their 
work, as described in Chapter 6 Stories of Behavioural Studies Subjects.  In the 
process of fighting to maintain their professional ideology, some teachers have 
become so overworked, stressed and disillusioned by the intensification and 
extension of their work situation that, as a means of self defence and self survival, 
they are now intent on simplifying their teaching tasks.  This simplification takes 
the form of activities such as reducing assessments to reduce marking, refusing to 
mark external examinations, not attending meetings and withdrawing from 
college social activities.  Chapter 6 Histories of Behavioural Studies Subjects details 
the simplification and routinisation of teaching Behavioural Studies subjects.  In 
short, the very implementation of economically rational policies, by influencing 
interpersonal interactions, and inducing work overloads and ideological conflict 
have constrained teachers to adopt economically rational policies as a means of 
self preservation. 
At the moment, the teachers are keeping the system going because of their feelings 
of obligation towards their students. However, the cracks in the system are already 
appearing. As I finish my thesis an example of the breakdown of the system 
became obvious: As a cost cutting measure, the state's School of Distance 
Education transferred years eleven and twelve tothe state's secondary colleges. 
Secondary colleges were to prepare course material and assignments and send 
them out to distance students. One month into term the Mercury Editorial (18.3.97 
p. 18) has the following story: 'Irate parents say that most of the 250, years 11 and 
12, distance education students have not yet received materials and assignments'.  
The editorial goes on: 
The decision to transfer the courses to the colleges may have been made in 
the name of effectiveness and efficiency-so far as the bureaucracy is 
concerned. 
Perhaps the measure should be fully re-examined by the department to see 
if it can also be made efficient and effective for the students. 
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It is unlikely that this sort of situation could have arisen ten years ago, some 
concerned teachers would have alerted the administration. They would have made 
a fuss, but now, teachers increasingly feel that they can only be responsible for 
their own areas and that they need to conserve their strength to fight their own 
battles. They would see the above situation as a YP (your problem).  
The last twelve years has been a period of great change in Australian senior 
secondary education, as it has been elsewhere in the First World. These  changes 
have their origins in a concerted attempt to link educational policy to changes in 
the labour market, and beyond employment issues to the economy more 
generally. Within schools and colleges, curriculum, organisation and assessment 
practices have been contested. It appears in this research as though the 'managed' 
system has triumphed over the 'expert' system (Considine 1992 : 30). This thesis 
centres on the meaning of change for teachers. These changes are located in 
structural, social and economic influences and the effects of these changes are 
demonstrated in the changing attitudes and behaviour of the teachers  
Ozga (1996 : 1) describes the situation these teachers have experienced when she 
writes: 
The significance of the reforms lies in the way in which they have shifted the 
discourse of professional practice from one of service to one of bargaining; 
as a consequence there is a lack of trust, a lack of reciprocity, a denial of 
expertise, accompanied by an emphasis on decontextualised competence, 
and a denial of the social context, process and embededness of professional 
work. 
The changes experienced by teachers in the ten year period of this study are 
largely the result of educational economic policy. They have changed the meaning 
of teaching and left many teachers unhappy and dissatisfied with their job and 
have put at risk the students' chances of receiving an excellent education. Teachers 
have 'coped' for several years but their capacity to 'cope' is declining. The 
Education Department appears to not wish to recognise the situation. When a 
front page article appeared in the Sunday Tasmanian (16.2.97) with five centimetre 
headlines saying 'School Crisis,' the Mercury (17.2.97 : 5), published an article in 
which the Tasmanian   Education Minister, Sue Napier, 'hit back at suggestions of 
a crisis in Tasmanian state schools'. She says 'our spending is above the national   
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average'. This response indicates a mind set that sees an educational crisis  
solely as an economic issues.  The Minister’s view is that is Tasmania spends 
above the national average on schooling it must be above the national    average 
on education. Many of the problems faced by teachers are the results  of 
spending cuts, but it is not the total amount of money spent on education 
which is the only factor in producing a good education system. With the 
spending cuts has come a changed ideology, that of economic rationalism 
which, in itself, attacks the professional ideology of the teachers. Part of the 
concentration on the economic precludes those in power from hearing the 
stories of teachers who are still trying to educate their students. 
